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Debates on citizenship, citizenship education and higher education are abundant, varied and 
contentious. Diverse interpretations predominantly guided by the liberal, communitarian and the 
republican theories amongst others have been submitted in trying to account for what would 
substantially constitute a socially just and democratic society. However, discussions on 
citizenship education and higher education in Zimbabwe have proved to be difficult to fully 
account for. There is scarcity of literature on citizenship education at higher education in post-
colonial Zimbabwe. The few available sources besides being descriptive, they are broadly 
partisan, exclusionary, and intolerant of diversities and they blindly support the status quo. The 
study used John Rawls’ theory of justice which was critiqued by Robert Nozick entitlement 
theory and Amartya Sen’s capabilities approach respectively. A philosophical conceptual 
analysis approach, guided by Gadamer’s hermeneutics research paradigm was adopted to explore 
and defend the significance of an appeal for a moderate cosmopolitan theory of citizenship 
education. An exploration of higher education policies in post-colonial Zimbabwe confirmed the 
continuity of the colonial legacy of unjustified discrimination of others who deserved an equal 
standing in a socially just and democratic society. The expectation of higher education to be an 
autonomous, free and democratic site for the public good has remained vague and compromised. 
The persistent and excessive state interference, harassment, emasculation and muzzling of 
academics and critical voices points to state’s intolerance and immunity to criticism. 
Government efforts to open up more democratic space and promote equality among citizens 
were devastated through the passing of draconian and oppressive laws and Acts-as well as the 
adoption of the uncritical and discriminatory lower forms of citizenship. The study appealed for 
a moderate cosmopolitan theory of citizenship whose fundamental principles are a product of 
blending the liberal and communitarian conceptions of citizenship grounded on Ubuntu 
philosophy. Ubuntu philosophy has the capacity to harmoniously blend the demands of extreme 
nationalism and comprehensive cosmopolitanism. In acceptance of the state capture of higher 
education with the aid of their cronies in pursuit of self-interests, and the ultimate loss of 
university texture, the study recommends the reconfiguration of higher education by all 
stakeholders in order to give birth to higher education’s autonomy, freedom and mandate as a 






 Moderate cosmopolitan 






























Ubuntu:      human soul/person 
Munhu:      human being 
Hunhu:     be-ing 
Humunhu:     human nature 
Vanhu vese:     all persons  
Munhu mwoyo:              a human being is the heart 
Zivai nomwoyo:                         know through the heart  
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INTRODUCTION TO THE STUDY 
1.0 Introduction 
Citizenship education is one of the multidisciplinary areas that have evoked various socio-
economic and political debates. This study is a philosophical argument that involves an analysis 
and interpretation of citizenship education. The main focus is on the significance of a moderate 
cosmopolitan model approach at higher education level in post-colonial Zimbabwe. In this study, 
citizenship education hereafter CE is understood as a critical means for building and harnessing 
more just and democratic societies. The fact that the notion of CE is commonly misunderstood 
and (ab) used (Gusheh & Powell, 2010; Nabavi, 2010) by various people suggests that, the 
concept is problematic as well, especially in this era where boundaries are slowly disappearing, 
partly due to the influence of globalisation. Despite all the challenges paused by geographical 
boundaries, culture, race, tribe, and political affiliations among others, efforts are constantly 
being made both at global and locals levels through various organisations that would include, the 
United Nations, World Health Organisation, Southern African Development Community and the 
Universal Declaration of Human Rights to ensure that there is co-existence and tolerance among 
people.  
 
Compounding CE problem is the lack of consensus among scholars on what distinctively 
constitutes CE because a number of socio-economic and political dimensions have proved to 
have a lot of influence in framing what would constitute CE. Ultimately, this makes it more 
difficult for people to understand and point to what a socially just and democratic society would 
be. These problems have also been attributed to historical and contextual realities that can be 
traced to ancient Greece via the modern era up to the contemporary period.  In the contemporary 
Africa, problems of CE can as well be understood through the pre-colonial, colonial, and post-
colonial lenses, where inclusionary and exclusionary policies constituted socio-economic and 
political aspects linked to tribal, racial and political factors (Ndlovu - Gatsheni, 2011). 
 
Likewise, in Zimbabwe’s post-colonial era, the concept of CE, just as in the colonial era, is also 
problematic given the excessive interference and influence of the state into the affairs of the 
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higher education (Shizha & Kariwo, 2015; Sigauke, 2011). For this reason, Sigauke further 
argues that, the notion of citizenship education has been captured, misconstrued, deformed, and 
abused by both government and some elites to either (in)-(ex)clude some citizens or perpetuate 
more unjust practices that are reminiscent of colonial systems. To this end, I do acknowledge 
that engaging with something as problematic as CE is in the Zimbabwe HE context, may not be a 
simple task. This then justifies the philosophical exploration this study has adopted as it helps 
explicate and discover alternative and viable options that can be adopted by HE institutions in 
Zimbabwe to help address the problems society is grappling with.  
 
In Zimbabwe, Higher Education (HE) falls under the Ministry of Higher and Tertiary Education, 
covering a wider range of higher learning institutions, which include: Vocational and 
Polytechnic Colleges, Teachers’ Colleges as well as Universities. All these HE institutions, 
except Universities, are directly answerable to the state in terms of staff recruitment, student 
admission, decision-making processes and overall accountability. However, this study on CE 
will suspend detailed debates on the other institutions of HE and will precisely target state run 
universities. So where the term HE is used, it will be referring to the twelve state universities in 
Zimbabwe.  
 
From local and global perspectives, the literature demonstrates that, current discourses on CE are 
largely influenced by nationalism (representing the local) and cosmopolitanism (representing the 
global) inclinations (Malesevic, 2006). These two principles to some extent have ideologically 
created significantly volatile situations that further divide the citizens into segmented groups 
based on socio-economic, cultural, racial, religious, and political factors among others 
(Coaxley,2012). This has been the case because both cosmopolitanism and nationalism have the 
inherent potential to unjustly develop partisan citizens who either would unjustly promote 
unreasonable discrimination of others by either rooting or uprooting fellow citizens in and from 
their cultures respectively. In concurrence, Voronkova, (2010) noted that, CE discourses 





Since nationalism and cosmopolitanism from a common sense of view are indeed contradictory, 
if they are not carefully analysed and articulated, they will end up putting people vying  and 
searching for socially just and democratic platforms in a quandary. This could be seen through 
the promotion of partisan and divisive forms of CE that have the potential to tear apart the 
costume of co-existence, engagement and love among citizens in diversified societies. Moreover, 
looking at the general narratives on CE, juxtaposed to Zimbabwe in view of the demands of 
social justice, one gets the picture that, the concept of CE, though debatable, could serve as a tool 
for formation of a more just and democratic society if a moderate cosmopolitan approach 
grounded on Ubuntu philosophy is offered. 
 
While many scholars agree that CE is conceptually critical for developing the desired citizenry 
and societies (Oxley & Morris, 2010), this study argued that, in post-colonial Zimbabwe, 
tensions between extreme nationalism and full-blown cosmopolitanism have led to partisanship 
approaches to CE. As a result, HE is producing some graduates who have insufficient knowledge 
and skills that are needed for effectively meeting the demands of the contemporary world. Given 
this concern, a moderate approach to theory and practice of CE which blends critical values 
embedded in nationalism and cosmopolitanism views may be the best viable option. This in a 
way would significantly be valid and reasonable because it would help in developing stable bases 
for more just, tolerant, participatory, and democratic societies especially in most post-colonial 
states where multiple past wrongs have a great impact on justice and democracy.  
 
In this study, the expression ‘post-colonial Zimbabwe’ epitomises the context in which the 
analysis of the concept of CE was done. Also, the study considers the notion of CE in all its 
dimensions, including but not limited to its socio-economic and political implications. John 
Rawls’ theory of justice was used to understand the dynamics of HE in Zimbabwe. 
Notwithstanding its shortcomings as was explored by liberalists namely, Robert Nozick and 
Amartya Sen, the theory defended the need to create a just society by taking some primary goods 
from the advantaged members of the society and gave them to the least advantaged as a way of 
reducing social inequalities. Thus, defense for a moderate cosmopolitan CE offered in chapter 




Furthermore, a deep philosophical exploration of the history, nature, dynamics, and forms of CE 
in both the colonial and the post-colonial period especially in Zimbabwe became critical for 
explicating and understanding the notion of CE. However, the concept ‘CE’ in post-colonial 
Zimbabwe could not be clarified, interpreted, and understood independent of the global context 
as provided by the history of CE. For example, in Ancient Greece (Western tradition) and pre-
colonial and colonial Africa in general, CE has been one of the most problematic concepts. This 
has led some scholars to suggest that, this concept, alongside its strands, ought to be studied 
based on its contributions and shortcomings to fully understand its delicacies and implications. 
Thus, by exposing the shortcomings of extreme nationalism and comprehensive 
cosmopolitanism as pillars upon which CE is constructed in HE institutions in Zimbabwe, the 
study argued for a moderate cosmopolitan approach that is more inclusive in its approaches to 
nation-building. The proposed moderate cosmopolitan approach is an argument in search of a 
position that would combine nationalism with cosmopolitanism in developing a more stable 
concept of CE. For us to have an in-depth and better understanding of the upcoming discussions 
and debates in this study, I presented some insights into the background of the study. 
 
1.1 Background to the study 
As pointed out earlier own, discourse and discussions on ‘CE’ are highly contentious and worthy 
of philosophical consideration. Although there are certain universal values and meanings that 
people attach to the idea of CE such as membership in a political and national community 
(Janmaat & Piattoeva, 2007), justice, self-determination, recognition, and solidarity (Kabeer, 
2012), a quick analysis of who are the citizens? What is citizenship and why does CE discourse 
matter? –All point to the existence of numerous gaps and contestations around the subject 
(Gusheh & Powell, 2010; Nabavi, 2010). Besides, fluctuating local and global currencies are also 
affecting the notions and understanding of CE in the same way (Demaine, 2002; O’Sullivan & 
Pashby, 2008; Torres, 2002). Critical among the gaps and debates in CE discourses is the 
question of social justice which further raises the question of unjustified exclusionary and 
discriminatory practices of the ‘other’ within democracies. This suggests that, at the moment in 
many parts of the world, including Zimbabwe, CE suffers from exclusionary and undemocratic 





Similarly, CE literature from ancient Greece to date demonstrates that similar debates on the 
nature of CE across nations, states, and communities have always existed. It would appear that, 
many scholars have often tended to over assume that everyone in society knows and understands 
what citizenship and CE entail and mean. Given this, it would not be off the point to further 
assume that, wrong assumptions like these might be some of the key reasons why this concept 
(CE) is highly debatable, misunderstood, and sometimes abused.  
 
While the provision of an education system that develops citizens who are blindly submissive to 
the state is the prime aim of any unjust and undemocratic government (Bayeh, 2016), this study 
sought to conceptualise an education system that would develop citizens who are both critical 
and loyal to social institutions in addition to the acquisition of human virtues. By being critical, 
such citizens would commit to being answerable to the self and the ‘other’ for the good of ‘all’. 
I do concede that, the world today is (in) directly influenced by nationalism and cosmopolitanism 
maxims which are in themselves conflicting ideologies as mentioned before. These ideologies 
are absolutely bound to threaten co-existence of humanity by either, unnecessarily uprooting 
individuals from valuable goods embedded in their societies in pursuit of global storms or by 
forcing them to blindly adhere to ‘wilting nationalism and patriotism’ at the expense of external 
progressive forces of transformation. Dilemmas like these require forms of CE that can bring 
together the seemingly differences to ensure that social development thrives for all members. 
Nevertheless, for this to happen, principles of good CE that accommodate progressive 
nationalism and cosmopolitanism in HE institutions, as it shall be argued later, need to be given 
space. This becomes critical for post-colonial countries like Zimbabwe where the existence of 
social justice and democracy is debatable, consequently, the imagination for the formation of a 
more just and democratic society may be elusive. 
 
However, as John Locke notes, CE may unequivocally facilitate the development of liberal and 
democratic citizens who are critical of the status quo (Leenders, Veugelers & De Kat, 2008a; 
2008b; Janmaat & Piattoeva, 2007; Veugelers, 2007) an education system that promotes the 
development of critical citizens would be essential in exposing some of the unjust practices in 
society through engagement and deliberations. A case in point is South Africa, where Mafumo 
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and Divala (2014) have argued that deliberative racial integration has helped create a more stable 
South Africa. The implication could be that, deliberative democratic engagement surpasses mere 
inclusion, equality, publicity, militancy, and antagonism which are characteristic of extreme 
nationalism and cosmopolitanism.  
 
In agreement with the above observations, HE in Zimbabwe informed by a moderate 
cosmopolitan approach which is mild because of its links with Ubuntu values such as 
communalism and tolerance would equally benefit the citizens despite their differences. This 
would only be possible if the current extreme nationalistic CE is guided by education for Ubuntu 
at the policy level. This then demands a more vigilant form of managing discriminatory practices 
demonstrated through radical nationalism and or political patriotism which have eroded the 
Zimbabwean society (Matereke, 2011; Ranger, 2004). Through Ubuntu virtues of compassion, 
forgiveness, and social justice, the proposed moderate cosmopolitan approach has the potential to 
address some of the contemporary challenges affecting the Zimbabwean HE system and society 
as a whole. 
 
I do understand that developing responsive CE in countries like Zimbabwe may not be easy and 
may mean a drift from being submissive to being reactive. This is true considering that CE may 
have diverse effects on the socio-political and cultural platforms since it is meant to support 
moral formation, decision-making, and democratic processes that are not currently provided for. 
As complex as these functions are, the aims of CE as argued by Waghid (2016) include the 
cultivation of civic virtues that enhance social responsibility, community involvement, and 
political literacy among citizens. 
 
Globally, complexities in CE are linked to the ideologies of nationalism and cosmopolitanism, 
whose content is at times at variance in influencing the nature of CE that a particular sovereign 
nation-state would adopt in addressing contemporary issues. UNESCO (2015) and Howard & 
Patten (2006) have argued that functional democracy can be restored by rejuvenating the civics 
curriculum in terms of content and pedagogy, while Beck (1996) contended that lack of 
consensus on the form of citizenship and civics education is the main problem. These are some 




Further analyses of literature on CE, for example, Galabuzi and Teelucksingh (2010) and Bailey 
(2000) among others demonstrated that, CE that is guided by local values would exclude other 
citizens at institutional, national, and international levels. Consequently, the hope to respond to 
contemporary challenges and opportunities which demand social justice, tolerance, and 
inclusivity are usually diminished. It is apparent then that, the current cosmopolitan world 
demands critical analyses of the issues that affect humanity if a just and democratic society is to 
be realised.  
 
The current need to develop a community of rational beings who can override intolerance finds 
some anchorage on Aristotle’s aphorism that, to be human is to be rational (Gordon, 2011 & 
Papadis, 2006). Since modern societies are not identical, addressing contemporary world 
undercurrents would require citizens who are governed more by intellectual shrewdness and not 
just feelings and emotions. Reasoning would scale up tolerance of diversities, and see value of 
inclusivity in a democracy. In a way, this justifies John Rawls’ theory of justice for its support of 
opening up more space for the distribution and redistribution of goods to the less advantaged 
members to ensure that existing inequalities are of benefit to everyone in society (Rawls, 2003). 
Thus, HE practices in post-colonial societies need to be continuously revised to address existing 
inequalities and ensure that justice and democracy remain meaningful to the citizens.  
 
Within the nexus of HE and CE, it is imperative to consider and understand that, the relationship 
between HE and CE is somewhat multifaceted, delicate, and contentious. Literature concedes 
that the nature of HE attained may directly correlate with an individual’s quality of life, social 
responsibility, and commitment to democratic institutions (Seery, 2015; Lappin, 2013; Harkavy, 
2006, as cited in Arthur, Davies, & Hahn, 2008; Lulat, 2005; Marx, 1970). This would imply that 
HE should serve the public good (Davids, 2019; Bogue & Johnson, 2010), and this ought to be 
seen through the lenses of social, economic, and political development. In view of HE practices 
in Zimbabwe CE practices through the moderate cosmopolitan approach should be fostering and 
opening up to knowledge that promote critical reasoning and free involvement of citizens despite 




Contrary to the above, Michael (1988) and Arbo and Benneworth (2007) have submitted that, 
HE’s core business is confined to teaching, learning, and research only. A critical analysis of the 
argument suggests that, HE institutions are primarily responsible for the creation and delivery of 
knowledge and skills. This further suggests that, the general improvement of the state based on 
politics and economics is of secondary importance within HE contexts. In a way, these assertions 
could have compelled Zvobgo, (1997) to contend that education is now ‘live politics’. The 
implications of ‘live politics’, could be a testimony to the assertion that the entire education 
system, and the curriculum, are directly influenced by people who wield political power, at the 
expense of the intrinsic value of education as a public good. Once education loses the flavor of 
serving the public good, ideologically it would defeat its image as a public space for cultivating 
democracy (Giroux, 2014) by influencing the formation and development of passive citizenry. 
Hence, ideologically it would validate not provide a conducive locale for tolerance, critical 
thinking and engagements (McLaren, 2009; Kincheole, 2008; Freire, 2005) critical in 
maintaining the status quo. 
  
Furthermore, views of an education system that promotes active citizenry may become 
problematic especially when an education system is captured by state and the elite. Such a 
system cannot be independent from advancing the same immoral and hegemonic agendas of that 
particular state, its rulers, and their associates. Within such contexts, the general populace is 
driven to the periphery of development by being exposed merely to the notion of education that 
blindfolds them into supporting and maintaining the unjust practices.  
 
An attempt by any HE system to neglect the behaviour and performance of its products due to 
political directives is a great injustice and disservice to humanity and national development. My 
appeal for a moderate cosmopolitan theory is a call for the realization of the importance and 
value of genuine knowledge and skills acquired through autonomous HE in enhancing socially 
just and substantive democracy in diversified communities through tolerance. Thus, the notion of 
justice as caring for the least advantaged as espoused by Rawls (2003) becomes sterile if theory 





Many African scholars do generally agree that, pre-colonial African CE was mainly a kind of 
education system that aimed at promoting Ubuntu values by inducting the youth into becoming 
responsible and acceptable members of society (Preece & Mosweunyame, 2004; Peresuh, 1999; 
Ocitti, 1994). The symbiotic and humane relationship between the ‘self’ and the ‘other’ is 
evident in the famous assertion by Mbiti (1970) who argues, ‘I am because we are, since we are, 
therefore I am.’ Mbiti’s view has been widely shared by several other African philosophers 
(Waghid, 2020; Mangena, 2014; Gade, 2011; Higgs, 2003; Letseka, 2000) who believe in the 
philosophy of Ubuntu as being the reservoir of civic virtues or good citizenship. Drawing from 
Ubuntu philosophy, the parts (self) and the whole (community) are ontologically similar, for they 
influence each other for human survival. In other words, the ‘self’ and the ‘other’ or the ‘whole’ 
work as a living organism or parts of the human body whose symbiotic relationships and 
function contribute towards the survival of the entire social system. 
 
The advent of colonialism in Africa broadly ushered in a new twist of events and a new 
dispensation in the theory and practice of CE. Notions of CE embedded within formal education 
systems took a cosmopolitan dimension that propelled individualism and prosperity instead of 
collectivism and nation-building (Adeyemi, 2008; Ocitti, 1994). Going by the general pattern 
and aims of formal education in colonial Africa, it is evident that, this education system brought 
with it more divisive transformations in peoples’ civic lives. Of great importance was the 
development of citizens whose identity was/is largely influenced and constructed around race, 
colour, social status, and ethnicity (Rodney, 1973). In Southern Rhodesia (now Zimbabwe), 
white citizens enjoyed certain rights and privileges unlike their non-white counterparts. This was 
also evident at the University College of Rhodesia, where best residential halls, dining halls, and 
other facilities were allocated to white students (Zinyemba, 2010; Lulat, 2005; Chideya, 1991). 
HE in colonial Rhodesia was a clear failure as far as creating a just, democratic and fair society 
was concerned, as the university had policies and practices that were intolerant of diversities 
(Zvobgo, 1997; Siyakwazi, 1995). Instead of focusing on the intellectual contribution of its 
stakeholders across the divides of race and colour, the university focused on one’s identity. Thus, 
the notion of CE prevalent at that time was exclusively driven more by racial differences than 
any other factors and could not uphold principles of justice firmly since race became a mark for 




With the demise of colonialism in Africa, one would have naturally expected the elimination of 
colonial practices that were not in harmony with civic virtues required to develop a more just and 
democratic society in an independent state. Inversely, post-colonial forms of live and history in 
Africa (Zimbabwe to be precise), confirm the existence and perpetuation of the colonial legacy. 
More dangerously, in most post-colonial states, CE is imbued in subjects like history and social 
studies which are alleged to have the potential to inculcate certain skills, values, knowledge, and 
attitudes that are crucial for grooming citizens (Waghid, 2016; 2007; Marovah, 2013; Omo-
Ojugo, 2009). However, the ways these subjects are taught and the text books being used do not 
adequately provide adequate room for acquiring what is required in a socially just society. This is 
premised on the understanding that, current pedagogies and the textbooks contain the unjust 
hegemonic and discriminatory elements bequeathed by colonialism.  
 
A cursory look at what would constitute CE universally points to the primary role of CE being 
the entrenchment of common beliefs and practices. Of late, CE courses are taught in many 
schools and HE institutions in post-colonial states including Zimbabwe, and worldwide, just like 
sociology, politics, economics, and other subjects. While the UK and the USA offer CE as a 
standalone subject, other countries including Zimbabwe our case of study, integrate CE with 
other subjects and disciplines thereby simply capturing some concepts and themes that insinuate 
civic roles. The following section is an explication of the concept higher education in Zimbabwe.  
 
1.2 Higher Education in Zimbabwe 
As revealed at the beginning of this study, the term HE refers to university education excluding 
post-secondary education and other tertiary education systems. Basing on scanty literature on 
Zimbabwe’s approaches to civic education at HE, primary schools and secondary schools in 
Zimbabwe have made efforts to teach CE. However, since the attainment of independence, HE 
systems in Zimbabwe have not paid much attention to CE. CE was given eminence by other 
institutions in higher and tertiary education (vocational, polytechnic, and teachers’ colleges) two 
decades after independence at a policy level, but such policy has not influenced the universities. 




The recommendations by The Nziramasanga Presidential Commission Report of 1999 led to the 
development of the idea to teach CE in Zimbabwe at HE levels (Nziramasanga, 1999). Before 
that report, no documentation directly spoke to the need for CE at the university level. Possibly, 
the assumption was that, after passing through primary and secondary education systems, 
students would be mature enough to adequately tackle civic duties and responsibilities in an adult 
community including university life. Or could it be that universities were already captured by the 
elite in government and their cronies who were aware of the snares of marketing active CE at 
higher education levels? 
 
Currently, some universities are now consciously or subconsciously incorporating elements of 
CE in their programs such as history, developmental studies, peace studies, and culture and 
heritage studies (Great Zimbabwe University Prospectus 2011-2013). A cursory look at the way 
CE is being taught seems to suggest that, there exists a lack of clear policy direction in university 
systems that can influence students’ learning of CE. The impression one gets from this lack of 
policy direction in written form on CE is that, the desire to teach CE in HE is to some degree 
dependent upon the individual lecturer and or student’s volition, and this could be problematic in 
many ways. For instance, lack of written policy may equally affect the theory and practice of CE 
in HE systems in that individual lecturers depending on their view on what CE should entail- 
may choose to use CE as a tool to advance their partisan political agendas and their own socio-
cultural beliefs. In addition, this could further lead to the manipulation and distortion of the 
nature and form of CE in HE as the elite and their political associates may ride on this mist. 
Resultantly, efforts to close the gap of inequalities which John Rawls advocate through the 
theory of social justice as shall be seen later, are swept away. 
 
Relative to this, in post-colonial Zimbabwe’s HE system, civic education has been characterized 
as radical, patriotic, narrow, and exclusionary (Rwodzi, 2020; Matereke, 2011; Ranger, 2005b). 
A radical and patriotic form of CE is largely myopic in its response to a broader understanding of 
changes that affect individuals and society. Such kind of CE is also immune to criticism and may 
blindly defend or attack its critics and critics of the political system. Conversely, a narrow and 
exclusionary understanding of CE similarly has the danger of being too limited in scope and 
depth, hence, may irrationally exclude other citizens from participating and benefitting from 
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what is rightfully theirs. The criteria used to exclude others from enjoying socio-economic and 
political privileges as shall be discussed later are unjustifiable and immaterial by human 
standards.  
 
In exploring the gaps and problems in CE in Zimbabwe’s HE system, the study contextualised 
the debate to state-run universities, where theory and practice of CE are largely inconsistent due 
to lack of policy direction. References to other HE institutions may be made simply to help us 
understand debates in HE institutions.  
 
Although HE in Zimbabwe has been there since the colonial era, literature that directly addresses 
issues of CE in university education is scarce. Scholars such as Sigauke (2019; 2011) and 
Marova, (2010) have often tended to simply make inferences on CE matters at HE level in 
Zimbabwe using common knowledge about CE as experienced in Zimbabwe’s lower levels of 
education and/or from global practices.  
 
As a philosophical and conceptual study, it was guided largely by hermeneutics- a form of 
critical interpretivism (Husserl, 1970; 1960) to analyze and interpret texts, debates, and 
documents on CE. This helped in reflecting on possible meanings, implications, and assumptions 
about the notions and practices of CE in Zimbabwe’s HE as entrenched within the texts and other 
sources of evidence that reflect and capture the lived world of the people including citizens in 
Zimbabwe. 
 
The study conceded that, the problems surrounding theory and practice of CE at HE levels in 
Zimbabwe are numerous and sundry. These were aggravated by excessive political interference 
(Hwami, 2014; Chimanikire, 2009; Zeilig, 2009) and the existing tensions between nationalism 
and cosmopolitanism. On one hand cosmopolitanism aspires to offer CE which develops citizens 
who are not dependent on geographical boundaries, but rather on values, loyalty, and behaviour 
that diminish all the physical and human borders and diversities (Hansen, 2008; Benhabib, 
2006). Conversely, nationalism aims to endorse and defend local and national values (Oxley and 
Morris, 2010), which when misinterpreted may lead to radicalism, hate, crime, xenophobia, and 
Afro-phobia among other exclusionary and unjust practices in society. The study demonstrated 
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that, while cosmopolitanism and nationalism are ideological forces that pull in different 
directions, proper adoption and application of the two may result in the establishment of a more 
just and democratic society with reasonable inequalities as professed by Rawls (Rawls, 2003).  
 
A critical analysis of what constitutes nationalism and cosmopolitanism also exposed certain 
common values embedded in each of them. It is my submission then that, HE in Zimbabwe 
should grab this opportunity to amalgamate the essential values within nationalism and 
cosmopolitanism. Such a mixture can develop critical citizenry who are capable of facing 
contemporary local and global challenges and opportunities rationally and democratically. This 
kind of analysis assisted me to become more informed, rational, and critical in interrogating the 
past and present ideas on CE as a framework of developing notions of CE that would bring social 
stability. Furthermore, this provided some insights into how the proposed form of CE in 
Zimbabwe’s HE system can be more inclusive, democratic, and just. As shall be presented and 
argued in chapter seven, the proposed moderate cosmopolitan CE is meant to respect and value 
individual and group liberties by accommodating progressive and democratic principles as well 
as the virtues that are entrenched within nationalism and cosmopolitanism.  
 
Although the role of HE in society and its nexus to CE is contentious, literature has so far largely 
supported HE’s role in promoting public good in form of promoting social justice, critical 
thinking and democracy (Giroux, 2014; East, Stokes, & Walker, 2013; Fortino, 2012). However, 
due to scarcity of literature, debates on HE and CE in Zimbabwe are largely wanting. Few 
scholars such as Sigauke (2019:2011, Marovah (2013), Magudu (2012) and Mapetere, 
Chinembiri and  Makaye, (2012) have written on CE in Zimbabwe, but have specifically focused 
on primary, secondary school levels, and other institutions of HE excluding universities. By 
demanding exploration of CE at universities (HE), the understanding is that HE enhances the 
development of more tolerant and critically conscientious citizens who can question the status 
quo, thereby assisting the creation of a more just, accommodative, and democratic society 
(Akper, 2016; Oxley & Morris, 2010; Freire, 2005). Thus, the next section presents what 





1.3 Statement of the problem 
Despite the attainment of independence from Britain in 1980, university education which 
constitutes part of HE in Zimbabwe has not paid much attention to citizenship education 
(Sigauke, 2019, 2016: Marova, 2010). Past colonial forms of injustices that favored forms of 
exclusion and discrimination of other citizens (Shizha & Kariwo, 2015; Jansen, 1991) have 
remained intact. Post independent universities in Zimbabwe being epicenters of HE and 
knowledge systems have failed to correct past irregularities by  upgrading the uncritical lower 
forms of CE that promoted passivity, gullibility and unjustified discrimination of other citizens in 
defense of more socially just, tolerant and democratic citizenry who would challenge the status 
quo. Instead, through government directives, policies and HE Acts, the lower forms of CE have 
migrated into state universities (Mashininga & Mukeredzi, 2019) through subjects and 
programmes that promote selfish interests of the elite and their cronies through narrow versions 
of citizenship. The expectations that, HE is mandated to help unlock human capabilities and 
serve the public good (Walker, 2018, Zgaga, 2009; Arthur & Davies, 2008) becomes futile as HE 
is being coerced to uncritically accept the unjust status-quo. Resultantly, HE’s texture as an 
autonomous and free institution with the mandate to lead society in repairing the tattered 
vestment of social justice has been lost. 
 
To this end, the form of CE being taught in HE is noncritical, partisan, and extremely politically 
charged and has the potential to continue propagating seeds of intolerance and discrimination 
bequeathed by colonialism (Shizha & Kariwo, 2015) in a diversified society where challenges of 
extreme nationalism and comprehensive cosmopolitanism require forms of civic education that 
promotes social cohesion. Thus, the absence of more inclusive forms CE at HE in Zimbabwe has 
prompted the researcher to focus on an argument in an appeal for a moderate approach.    
 
1.4 Motivation of the study 
From my experience as a Zimbabwean citizen, student, educator, and administrator in HE within 
and outside Zimbabwe but within southern Africa, I have witnessed forms of CE that are 
predominantly state-driven, partisan, shallow and ideological. This kind of CE has arguably 
contributed to the development of citizens whose current values towards social justice and 
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democracy are inconsistent with and contradictory to the principles of an open and substantive 
democracy. Likewise, HE in Zimbabwe does not sufficiently support initiatives by lower 
schooling by helping them teach appropriate civic virtues as such schools also offer CE to the 
youth at the early stages. It is often said that you can only straighten a tree in its early stages. 
This becomes true with early schooling years where if wrong or fallible CE is given to the 
learners, then any future attempts to correct this image become problematic. Besides, the 
Zimbabwean HE system is not doing enough to train solid CE teachers with relevant knowledge 
of principles of CE required for critical thinking in readiness for the school teaching career. 
 
Lack of adequate support by HE institutions and government is also an area of concern. HE 
students graduate from the university without encountering a more rigorous approach to CE 
required for one to survive in the diversified broader society, where tolerance is a command if 
one is to remain humane and functional democratically. An ideological notion of CE churns out 
weaker graduates who cannot meaningfully challenge both, the political and social structures that 
stifle the creation of a just and democratic society. In addition to this, lack of relevant literature 
on CE in Zimbabwe’s HE system would further mean that scholars may not be aware of or able 
to address this problem, as shall be argued in the subsequent chapters.  
 
These aside, the current study argues for the adoption of a new form of CE christened moderate 
cosmopolitan CE in HE systems. The assumption is that, this form of CE has the potential to 
cultivate and foster civic values and virtues which can enhance citizenry participation, including 
but not limited to tolerance, justice, openness, criticality, participation, and respect for humanity, 
rather than being mere puppets of the nation-state. The moderate cosmopolitan approach being 
proposed in this study is a reasonable proposition that will help in fostering a communally just 
society in post-colonial Zimbabwe. I do consider HE grounded on Ubuntu principles, to be the 
threshold where people with different backgrounds and abilities converge to generate, share, and 




1.5 Justification of the study 
In the field of HE, socio-economic and political problems evoke more philosophical reflections 
and debates. The question of CE is complex and contentious because it triggers feelings of love, 
inclusion, exclusion, hurt, anger, revenge, and agony towards other people. This work defends 
the position that, moderate cosmopolitan CE in Zimbabwe’s HE system has the potential to 
develop balanced citizens who can embrace human diversities both, at the personal and group 
level. 
 
Through this study, I sought to reflect on the concept CE and inspect whether charges leveled 
against CE in Zimbabwe particularly at HE still stand or not. The reason was to interrogate and 
reconcile the tension between nationalism and cosmopolitanism as the basis upon which the 
midway approach to CE titled moderate cosmopolitan model which is more accommodative 
would stand. The study is based on the supposition that, minimal research has been done on CE 
at HE levels in Zimbabwe in terms of its nature, meaning, and relevance in shaping a more 
socially just and democratic society.  
 
Zimbabwe, like other African countries, is a multi-cultural society and is not immune to the 
socio-economic problems of multi-culturalism that include citizenship. These issues have, in 
some countries such as Rwanda, Angola, DRC, Sudan, and Nigeria among others, resulted in 
civil wars and conflicts while in South Africa, citizenship issues were constructed and 
manifested itself in the form of apartheid and of late through xenophobia. Likewise, on 
attainment of independence, Zimbabwe’s unfortunate disagreement between ZAPU and ZANU 
resulted in civil war titled Gukurahundi between 1982 and 1987(Coltart, 2016; CCJP, 1999) and 
land ‘invasions’ of 2000 targeted whites and other Africans (Rwodzi, 2020; Coltart, 2016), who 
were not of Zimbabwean origin or supportive of the ruling party. These people were classified as 
aliens, sell-outs, and enemies of the state and unpatriotic (Hwami, 2012; Matereke, 2011; 
Masunungure, 1998). Thus, from the above cases, the attitude towards citizenship and being a 
citizen is uniform throughout Africa and the concept could be manipulated to serve idiosyncratic 




In post-colonial Zimbabwe, moderate cosmopolitan approach is an offer to engage with the 
effects of CE practices fronted by the state, elites, and their cronies who have perpetuated the 
fragmentation of society in preservation of the status quo. Regrettably, current scanty literature 
on CE at HE in Zimbabwe is a mere description of the reality, which does not delve deeper into 
the nature and scope of what would constitute genuine CE that would drive the nation towards 
more inclusivity and tolerance of the other. 
 
Since Zimbabwe’s HE’s views on CE have been highly contentious, and corrupted, the study 
would reposition and conceptualise the idea of CE. Consequently, the study would address the 
existing disjuncture and inform the following bodies: scholars, educators, and policy-makers on 
the importance of having an all-inclusive form of CE driven by Ubuntu philosophy in serving 
interests of humanity contrary to the current forms whose problems resonate on serving interests 
of selected groups. Furthermore, Ubuntu philosophy being part of CE, would engage the current 
socio-economic and political problems bedeviling humanity with the intention to establish a 
more accommodative and democratic society that sees things for the benefit of the ‘I’ and ‘We’. 
 
Although other sectors of higher education in Zimbabwe have a ‘policy’ for the teaching of CE, 
currently, universities (HE) do not have standing policy. CE in state universities (HE) is also (in) 
directly taught through other courses and programs under particular themes and topics at the 
discretion of the lecturers concerned. By introducing moderate cosmopolitan CE, HE becomes a 
responsive medium for producing citizens who are capable of embracing socially just and 
democratic values. The general conclusion with regards to absence of a written policy on CE 
would be that, students who join HE in Zimbabwe come with a basic knowledge of lower forms 
of CE acquired through lower schooling levels. This development is precarious considering that, 
the lower forms of CE in Zimbabwe have been tailor made to promote passivity as shall be seen 
in chapters five and six. 
 
A critical analysis of literature on CE offered at lower schooling levels (Marovah, 2013; Hwami, 
2012; 2010; Magudu, 2012; Matereke, 2011; Sigauke, 2011; Tendi, 2009; Ranger, 2005b), 
demonstrate that, the kind of CE on offer is naturally partisan, exclusionary, parochial, politically 
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charged and radically nationalistic. This form of CE is insufficient to further develop adults into 
becoming fully functional members within a democracy as they are intellectually closed-up and 
dominated by selfishness.  
 
Zimbabwe, being a diversified nation-state, requires an education system that facilitates the 
development of tolerant citizens, who can embrace pluralism and co-existence in pursuit of 
national and global development agendas. An education system guided by exclusionary and 
discriminatory practices has the potential to generate citizens who are narrow-minded, naïve, and 
phobic. Besides, citizens immersed in the lower forms of CE would ultimately find it difficult to 
locate themselves within a social fabric which is a product of people from different backgrounds 
and diverse levels of thinking. Usually, a partisan approach to education has the danger of 
tearing apart the garment of society that unites people by way of propelling discrimination. A 
form of CE program built around irrationality believes that, some citizens are less human than 
others. This may, in the end, serve only to alienate and exclude those ‘others’, hence denying 
them opportunities for contributing towards personal and national development.  
 
Complete adoption of either nationalism or cosmopolitanism in HE has a danger of shredding the 
fabric of participatory democracy and social justice which is critical in the contemporary world-
where local and global forces need each other. Thus, Zimbabwe’s HE system must be viewed as 
a battlefield of academics from different socio-economic, political, regional, ethnic, racial, and 
national backgrounds. Thus, academics are expected to promote discourses that enhance notions 
of tolerance and inclusivity. An appeal for a moderate cosmopolitan approach to CE would 
therefore, provide the necessary ingredients to develop loyal and critical citizens.  
 
Accordingly, the argument in defense of a moderate cosmopolitan approach to CE in tune with 
Rawls’ call for equality has an option for the establishment of a more just society. Thus, it is my 
humble submission, in this study that, societies, and institutions which are just and democratic, 
have the potential and capacity to provide a more conducive environment that would stimulate 
the development of patriotic, loyal, active and responsible citizens who can celebrate and cherish 
human diversities without challenges. This is possible if CE is anchored on Ubuntu philosophy 
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which is the mother board of the human good and love, part of the essential virtues that keep 
society intact. 
 
As a researcher, I position myself among local and global HE researchers who are craving to 
understand how to engage students and other citizens in a democracy to promote constructive 
global and national transformation agendas through CE. A critical analysis of most societal and 
national understandings of civic virtues in HE systems worldwide, including Zimbabwe, is 
dominated by extreme socio-economic and political ideologies which have, in many cases 
resulted in the alienation of other equally deserving citizens within a democratic context 
(Rwodzi, 2020; Sigauke, 2019). Thus, the researcher argues for the adoption of a moderate 
cosmopolitan approach to CE that would embrace all citizens despite the existing diversities in 
backgrounds.  
 
As Nussbaum (2012) argues, the 21st century requires citizens whose values are built around 
narrative imagination, self-examination, self-reflection, and globalized individuals. 
Consequently, this study is justified because no deeper intellectual investigation into the 
importance of teaching CE at universities in Zimbabwe grounded on Ubuntu has been adequately 
offered from a philosophical and conceptual position. Hence, the following section offers a 
snapshot of the main research and sub-research questions that guide this philosophical and 
conceptual study. 
 
1.6 Research questions 
1.6.1 Main research question 
Why is an appeal for a moderate cosmopolitan citizenship education in Zimbabwe’s higher 
education significant?  
1.6.2 Sub-research questions 
1. What are the various forms of citizenship education? 
2. How is citizenship education conceptualized in the higher education system? 
3. What is the place of citizenship education in Zimbabwe’s higher education system?  
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4. Why is Ubuntu significant in an appeal for a moderate cosmopolitan citizenship education in 
Zimbabwe’s higher education? 
1.7 Aim of the study 
In line with the research questions, the study aimed to contribute to the problem and addressing 
the gaps in literature and scholarship on CE in Zimbabwe’s HE system. Hence, the study sought 
to suggest ways in which a moderate cosmopolitan approach to CE in Zimbabwe’s higher 
education system would meaningfully respond to the current challenges and opportunities facing 
Zimbabwe’s HE.  
 
1.8 Objectives of the study 
The following objectives help unveil debates encountered in the process of understanding 
citizenship education in Zimbabwe: 
• To explore various forms of citizenship education.  
• To critically examine how citizenship education is generally conceptualized in higher    
             education systems.  
• To critically analyze the place of citizenship education in Zimbabwe’s higher education  
            system. 
• To explore why Ubuntu is significant in an appeal for a moderate cosmopolitan approach  
            to citizenship education in Zimbabwe’s higher education system.  
 
1.9 Research methodology 
In terms of methodology, this philosophical study is predominantly guided by information mined 
from the media, internet, documents, policies and ordinances, books, and other written sources 
relevant to debates on CE in its various forms. The key aim was to get information about what 
literature says about CE from a philosophical angle. Mostly, philosophical analyses of content 
were used because philosophy is fundamentally a critical and systematic inquiry into the 




Content analysis is a general phrase for the methods used by philosophers in the analytic 
tradition that involve breaking down philosophical matters into smaller and simpler units to bring 
about clarity, consistency, credibility, and coherence (Akinpelu,1981). By its nature, philosophy 
focuses more on socio-economic and political problems that cannot be solved normally by 
empirical methods since these problems have their origins in human experiences. The most 
outstanding method of working with problems of human experiences is through thinking and 
reflecting without seeking to quantify them. The point of reference and departure of 
philosophical thinking is the human experience in its entirety. What it means is that, philosophy 
raises major and thoughtful questions about people’s experiences to search for their meaning and 
construct from them, a synthetic and coherent picture of the ultimate reality. Arguably, the most 
prominent techniques in the conceptual analysis are; the critical and systematic examination of 
the fundamental ideas underlying human experience, involving human experience and 
clarification of those ideas. CE is one of those contemporary problems confronting Zimbabwe’s 
HE system, and in such a situation, fundamental questions and inquiries need to be pursued for 
explanations. In this study, using the conceptual analysis techniques, the Zimbabwean people’s 
experiences of CE are going to be reflected on, with the aim of engaging and enlightening people 
on the value and sense in grounding HE practices on Ubuntu philosophy in quest for social 
justice and substantive democracy that would stretch beyond one’s localities. 
 
1.10 Thesis layout 
Chapter one is an introduction to the whole study. The chapter commenced by introducing the 
reader to the research context, motivation, and statement of the problem, justification, aims, and 
objectives of the study, research methodology, and ethical considerations. A layout of chapters in 
the thesis and a concluding summary were also given.  
 
Chapter two focused on conceptual framework and gave an exposition of key concepts that 
directed the study and debates on CE at HE in Zimbabwe. The study in an appeal for a moderate 
cosmopolitan approach to CE is a product of several theories that have influenced each other in 
coming up with what would constitute a substantive form of CE for a socially just and 
democratic society. The chapter first presented various conceptions attached to the theory of 
education to ensure that, when readers and debates confront the term education as they navigate 
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various layers of CE throughout the study, they would be more familiar and aware of its various 
possible meanings and problems from an informed point of view.  
 
Secondly the chapter grappled with the idea of CE as a conduit for the transmission of moral 
values in a given community. In doing so, the theory escalated the debate by making a close 
analysis of terms that could hardly be left out in discourse of CE, explicitly issues to do with 
being a citizen, citizenship, rights, identity, and membership. As shall be seen in chapter two, the 
theory of CE in its multiform raised highly contentious debates that required a lot of critical 
analysis for the people’s development of an appreciation and understanding of the importance 
and functions of CE in developing a morally just and democratic society. 
 
The chapter proceeded to incorporate debates on the concept HE as it is understood in general by 
different scholars. A conversation on HE at the theoretical level had the advantage of laying 
enough ground for the whole thesis in terms of location of the study and how different it is from 
other levels of studies in education. In addition to this, the theory of democracy guided by views 
of Dewey, Gutmann and Callan, was roped into the debate of CE and social justice. The 
assumption was that, educational processes concerned with human welfare would have the 
ultimate goal of cultivating democratic citizenry who would participate in the common good. In 
doing so, the theory (democracy) further unveiled several possibilities and theories one would 
embrace in constructing what would be constituted as democracy. 
 
In trying to come up with what is considered to be a moderate cosmopolitan approach to CE, 
chapter two offered a platform for deliberations on the notion of cosmopolitanism and its 
possible challenges. This was followed by a conceptual presentation of the theory of nationalism 
which was equally explored from various angles by considering its meanings, functions and 
challenges. The two theories as was later demonstrated were the bedrock upon which the 
proposed moderate cosmopolitan theory was built on. The two theories were glued together 
through Ubuntu philosophy because of Ubuntu’s strength in   appealing to human nature (love 




Consequently, the chapter ends with an analysis of the concept of Ubuntu. In theorizing Ubuntu 
philosophy, the chapter is aware of the need to make it clear from the start that Ubuntu is 
inherently cosmopolitan and nationalistic. As a virtue and philosophy, Ubuntu aims to develop 
and foster humane qualities that treasure tolerance, co-existence, and harmony with the self and 
others. Hence, the theory as shall be seen in chapters two and seven was critical in providing the 
seedbed of the proposed moderate cosmopolitanism. 
 
Chapter three hinged on the theoretical framework and literature review. This study on CE and 
HE was framed and informed broadly by John Rawls’ theory of social justice. As shall be seen, 
the Rawlsian theory of social justice despite its weaknesses aimed at the development of a 
socially just and democratic society, with citizens imbued with virtues of fairness and equalities 
despite their multiple differences. A fair and just society is one that is tolerant of diversities and 
shuns unjustified discrimination of other beings. A critique of the Rawlsian theory of social 
justice was presented through the works of Robert Norzick and Amartysa Sen’s capability 
approach. The chapter further delved into the literature review that targeted the shading of light 
on the nexus between CE and HE on one hand, and social justice and democracy on the other 
side. Although some historical insights on CE and HE are given the focal point, resultantly, it is 
literature on HE in Africa and specifically on Zimbabwe, though minute, which is the root of the 
study.   
 
Chapter four is an exposition of the conceptual and research paradigm. A historical interrogation 
of CE through interpretivist approaches informed by Gadamer’s hermeneutics is considered. 
Through hermeneutics, different assumptions, notions, and meanings of what CE entails were 
unearthed. This was achieved through the evaluation of the link between what content on CE 
says paralleled to the social reality expressed through HE practices. 
 
Chapter five is a historical presentation of HE in Zimbabwe from independence to date with 
minor gestures on colonial HE practices. Considering that HE in Zimbabwe is a product and 
inheritance from the colonial era, in reading and mounting this chapter, the emphasis was on 
trekking how the idea of CE mutated and why it was periodically constructed and deconstructed 
in view of democracy and social justice. In addition, the chapter offered an opportunity to assess 
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whether the attainment of independence in 1980 to date could succinctly be classified either as 
continuity or discontinuity of the colonial wrongs that had been legislatively sanctioned and 
embraced discrimination of citizens (Gomba, 2017; Zinyemba, 2010; Ahluwalia, 2002; 
Maravanyika, 1990). 
 
The sixth chapter presented and analysed some of the policy documents that pointed to the 
government’s desire to develop and teach CE through the identified research paradigm. Though 
efforts were made to correct past colonial injustices and imbalances through the Affirmative 
Action (AA), Zimbabwe National Gender Policy and Zimbabwe Council of Higher Education 
policy, the chapter equally demonstrated that, through the exclusive nationalism propagated 
through NSS and NYTS, (Mhike, 2018), CE in Zimbabwe largely founded it easier to instill 
partisanship, mediocrity and radical national identity which in turn promoted loyalty and 
handclapping to radical statehood, its political stooges, and political elites. 
 
Chapter seven is an exposition of the argument which constitutes a philosophical debate in 
defense of a moderate cosmopolitan CE at HE in Zimbabwe. The chapter proffered that, Ubuntu 
by its nature has the capacity to unite people despite their differences. Through Ubuntu 
philosophy, wild desires embedded in both extreme nationalism and full-fledged 
cosmopolitanism that has the potential to tear apart the human costume of social justice is 
anaesthetised. Ubuntu being the human heart that cohabitates love and the general good becomes 
the pillar of hope to influence unity among all people. As shall be seen, unlike reason that 
distances itself from the subject and object under study, Ubuntu is practical and becomes life 
itself. In essence, Ubuntu, thrives to glue people together in decision making processes and 
continuously reflects practically on the value of human actions without merely sticking to 
theories guided by abstract reasoning guiding western philosophy. 
  
Chapter eight deliberated on key arguments and their implications for higher education in 
Zimbabwe and recommendations of the study. This was followed by an exploration of the 
research contributions to CE at HE level in Zimbabwe specifically. Subsequently, an overall 





The chapter has provided some background to the study, statement of the problem, aims and 
objectives, justification, and motivation to the study. Also, the chapter offered an outline of 
chapters for the whole dissertation. The looming chapter presents an elucidation of theories that 
informed the entire study on CE at HE in Zimbabwe. A cursory exploration of the concepts is 
offered to benchmark critical understanding of debates and discourses that revolve around CE in 






























This chapter gives a panoramic view of the key theories that guide the study on CE at HE in 
post-colonial Zimbabwe. The focus is on the conceptual understanding of the concept of 
education, and its aims, as a precursor to CE. Besides, an understanding of the concept CE in its 
multiform and how it contributed to the development of a morally just and democratic society is 
discussed. Furthermore, expositions of various models of CE that spoke to the proposed theory in 
defense of a moderate cosmopolitan CE were made. An analysis of the concept HE was also 
submitted in light of the search on how HE has been performing in promoting a socially just and 
democratic society. In line with this, the notion of democracy was roped in to provide some 
insights into the debates on CE and HE in post-colonial Zimbabwe. The chapter further delved 
into the concepts of ‘cosmopolitanism’ and ‘nationalism’, showing some of the intricacies 
surrounding the concepts in their endeavor to account for the establishment of democratic 
institutions. Finally, the chapter explored the idea of Ubuntu, divulging its various forms and its 
potential to contribute towards the debate on the search for the defense of the moderate 
cosmopolitan CE at HE.  
 
2.1 Understanding the concept of education 
The concept ‘education’ is difficult to define with precision because it invites an array of 
challenges and contestations from various people. From the pre-Socratic era to date, various 
definitions of education have been proposed and critical exploration of the concept of education 
reveals that, education is both a historical and contextual idea that is subject to various 
interpretations. 
 
The term ‘education’ has been derived from two Latin words, ‘educare’ (educere) and 
‘educatum’. ‘Educare’ means to train or mould someone or something (Akinpelu, 1981; Peters, 
1973). Deductively, it may also mean to bring up or to lead out or to draw out from inward to 
outward. The term ‘educum’ denotes the act of teaching, which throws light on the principles 
and practice of teaching. While the term ‘educare’ or ‘educere’ mainly indicates the development 
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of the latent faculties of the child (Peters, 1959), the child, unfortunately, is to some extent 
ignorant of these possibilities. The educator’s awareness of the child’s possibilities makes it 
possible for the educator to take suitable approaches and responsibilities to develop those hidden 
powers. A cursory analysis of philosophical literature on education designates the need for the 
cultivation of harmonious, caring and lovely relations between the parties engaged in the whole 
educational enterprise. Socrates’ reference to the teacher’s role being of ‘midwifery’ and Plato’s 
allegory of the cave (Akinpelu, 1981) demonstrate the importance and need for human and 
friendly relations among educators and students if education is to remain useful in society. In 
addition, these philosophical pieces demonstrate the need for mutual trust and love in obtaining 
substantive results.  
 
Basing on Socrates’ analogy of a teacher playing the midwifery role, and Plato’s allegory of the 
cave where prisoners would need a curator to escape from their ignorance, CE providers must 
equally be concerned about the welfare of the consumers, whether what is offered liberates or 
constrains society. The passion, love and care shown by the midwife and the superintendent of 
prisoners in the cave should equally push and propel HE to reconsider how it can assist the 
socially, economically and politically bruised society and rediscover the trajectory of inclusivity 
and tolerance through CE. As such, an attempt to dig into the intricacies around CE would, in a 
way, require some commitment towards the development of something worthwhile to humanity, 
both at individual and community levels.  
 
In addition, what education is meant for or to be is linked to ‘Shash’, a word derived from 
Sanskrit, which refers to discipline (Chandi, 2017; Bhoje, 2015). The word ‘discipline’ refers to 
the ability to restrain or control the behaviour of an individual. From this conception, it would 
mean that, education should enable one to reasonably control individual actions. On the other 
hand, it would also mean that educators should be able to reasonably control others. Whichever 
is the case, the two conceptions might be problematic as they can be manipulated by some 
powerful forces, including educators, simply to serve their interests. When this happens, the 
maxim of education may become contradictory within the contexts of freedom, human rights, 




Relative to this, any CE action that aims to promote selfish and personal gains at the expense of 
others is against the virtues of Ubuntu, even if that is done through reasoning. My argument 
would be that, reason appeals to the truth, through the use of the mind, senses, and emotions, 
while Ubuntu is natural and appeals to the demands of the heart (nature) which is the good. So 
HE practices need to be fundamentally engrossed in Ubuntu in order to achieve the social good 
that serves humanity in its entirety and shun selfishness that may be developed by pure reasoning 
which is epistemologically divorced from the heart. 
 
Drawing from the Western philosophy and understanding of education, Whitehead (1959) opts to 
offer a description of what education would entail by asserting his preference of an education 
system that develops critical thinking skills and not mere absorption of information without 
subjecting it to analysis. Whitehead (1959:192) maintains that: 
A merely well-informed man is the most useless bore on God's earth. What we 
should aim at producing are men who possess both culture and expert knowledge 
in some special direction. Their expert knowledge will give them the ground to 
start from, and their culture will lead them as deep as philosophy and as high as 
art. We have to remember that the valuable intellectual development is self-
development (Whitehead, 1959:192). 
 
Similarly, Freire (2005) in his book ‘Pedagogy of the Oppressed’, and Ranciere (1991) in his 
book ‘The Ignorant School Master,’ argued that an education system must develop critical 
thinking, problem-solving and critical conscientisation skills and not mere absorption of 
information without subjecting it to analysis. Freire (2005) blames the banking approach 
pedagogies as subjugating and objectifying students, as they simply transfer information into the 
heads of the students just like somebody would deposit money into a bank.  
 
In view of the above claims on education, CE at HE in Zimbabwe is, thus, compelled to liberate 
citizens by promoting critical voices that challenge the status quo for the good of humanity. As 
shall be seen later in Chapters Five and Six, the adoption of lower forms of CE and extreme state 
interference into the HE system has paralyzed HE’s autonomy and academic freedom. 
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Consequently, the academics have (un)consciously become conduits of social injustice by 
perpetuating skills and knowledge that are remote from people’s experiences by demanding 
compliance. 
 
In support of the provision of useful knowledge and skills, Plato argues that, “education is a form 
of training that is given by suitable habits to the first instincts of virtue in children when pleasure 
and pain are rightly implanted in non-rational souls” (Schofield, 1972:31). The Platonic version 
of education puts more emphasis on the need for education to assist moral development among 
citizens. The Platonic view is of relevance in our understanding of the role of CE in promoting 
good practices by HE stakeholders, since they operate in a public sphere which would judge HE 
in terms of its behavior. Thus, it becomes mandatory for HE to pursue academic trajectories that 
provoke and promote virtuousness despite socio-economic and political variance.  
 
In this study, a moderate cosmopolitan approach at HE grounded on Ubuntu, would be the best 
model and successful approach in promoting social justice in both private and public spheres. 
The idea of education as a tool to determine and direct one’s relations concurs with Milton cited 
in Scholfied’s understanding of education as that which fits a person to perform justly, skillfully, 
and magnanimously in all the offices, both public and private, of peace and war (Peters, 1973; 
Schofield, 1972) and Comenius, as cited by Schofield (1972), who defines an educated person as 
a person who exhibits unparalleled knowledge. A critical analysis of the above definitions would 
persuade one to view education as a process of attaining important knowledge, values, and skills 
that are essential for the socio-economic and political development of the broader society.  
Equally, CE is thus, commanded to do the same in pursuit of social justice and democracy. 
 
On the contrary, Dewey’s concept of education takes a pragmatic perspective, and summarily 
admits that, education is not a mere preparation for life, but rather, a process of living through a 
continuous reconstruction of experiences (Dewey, 2018; 2001). What is striking about Dewey’s 
definition is that, education seeks to develop human capacities that can help one control the 
environment in fulfillment of one’s possibilities and abilities. In a way, Dewey’s approach 
insinuates the possibility of education to establish a just and democratic society, where citizens 




What is fundamental from the above definitions of education is the idea that education has a 
socio-economic and political function. Within the framework of this study, there is a need to 
strike some balance between the needs of individuals and those of the broader society to ensure 
that education (knowledge and power acquired) is not misused and abused by selected groups. 
The net effect of education should be the development of a morally just, democratic and stable 
society and education is neither simplistic nor exclusively related to a particular area. In addition, 
education should be viewed as the cohabitation of several human virtues that will positively 
influence the lives of individuals and the broader society through and through.  
 
Drawing from the above conceptions, an educated or good citizen in this study would mean one 
who would rationally and consistently execute local and global duties, for the sake of humanity. 
Inferentially, such a person must be anchored on the basic principles of Ubuntu that unify 
humanity as a whole and this includes being tolerant of differences, and cultivation of virtues of 
co-existence, among others. 
 
The following section gives a snapshot of aims of education and acts as a precursor to the 
contentious debate on CE. The intention is to show that, the same problems and complexities 
encountered in trying to understand what education entails including its aims will ultimately spill 
over to the debate on CE, since the two concepts (education and citizenship) are philosophically 
related and they feed into each other.   
 
2.1.1 Aims of education as a precursor to citizenship education 
For any educational system to be meaningful, there have to be some guiding principles called 
aims. Without aims, education is comparable to a vessel sailing without a captain, which has the 
danger of swinging to any side at the blow of the wind. Moreover, what needs to be understood 





Broadly speaking, the formulation of educational aims, while problematic, is inherently related 
to the formulation of aims of life itself. Broadly speaking, educational aims are meant to give 
some instruction to train individuals or groups to perform certain tasks (Burke, 2005), with the 
desire to modify the behaviour in conformity to the acceptable norms and values of the society 
(Peters, 1973). Thus, the aim of education is to focus on realities that contribute towards the 
attainment of the public good. In agreement with the above, Dewey (2018; 2001) and  Khalil & 
Elkhider, (2016) state that education should target the development of ‘educated citizens’ with 
the vision and direction to lead meaningful lives that contribute towards the growth and 
transformation of society.  Basing on these aims, CE is, thus, commanded to become a deliberate 
and conscious process that catalysis the procurement of different useful skills that will contribute 
towards the preservation of the self and community. Thus, education grounded on Ubuntu would 
as well not put a dichotomy between the self and community since the community is a product of 
the individuals. In this study, moderate cosmopolitan CE is meant to give life meaning by being 
the agent of transformation of the self and society.   
 
In addition, literature admits that, educational processes must serve and preserve the state’s 
interests in developing loyal and courageous citizens (as it was in Spartan) whose liberty is 
submerged more by the interests of the state than individuality (Bitros & Karayiannis, 2009; 
Akinpelu, 1981). However, an education system that is merely dominated by state interest is 
contrary to Ubuntu philosophy of socialism and has the risk of developing passive and uncritical 
patriots. This is premised on the reasoning that, the pedagogies dominating state-centric views 
include indoctrination and the banking concepts (Freire, 1972). These methods are principally 
oppressive and repressive and they operate well in authoritarian governments as a way of 
preserving the status quo. CE that will be argued for through the moderate cosmopolitan 
approach is aligned to the Socratic approaches of education whose aims are primarily to develop 
the human latent ideas (Heyer, 2015; Navarro-Castro & Nario-Galace, 2008; Tan, 2006, Peters, 
1959). Resultantly, this would contribute significantly in establishing a more liberal and 
democratic just society where citizens would freely participate and share their ideas. 
 
A liberal approach to education aims to erect a harmonious society where citizens would be 
expected to be physically, intellectually, morally and aesthetically balanced (Demirel & Yıldıran, 
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2013; Goikoetxea, 2016; Brogan, 2002). The above statement insinuates the need to have an 
education system that addresses and promotes harmony between the body and the mind 
(Akinpelu, 1981). Thus, CE has the obligation to ensure that, the curriculum fairly represents and 
preserves the democratic culture of the society. In a way, anything that counts as education must 
not be haphazardly disseminated, given the proposition that the ultimate end of educational 
activities is to address meaningfully the demands and needs of human society. Thus, educational 
aims must serve the public good. 
 
In situations where education appears to have failed to deliver, the liberal view would demand an 
education system that motivates members to dialogue and engage for change. This is the position 
that Zimbabwe’s HE system finds itself in. Accordingly, a moderate cosmopolitan approach to 
CE in Zimbabwe is a project which is meant to encourage the citizens to continuously search for 
the logic behind cohabitation between nationalistic and cosmopolitan values within HE contexts 
using Ubuntu philosophy as the benchmark for more sustainable educational goals in democracy. 
Given the number of complexities and dilemmas associated with the concept ‘education’ and the 
challenges on the notion of ‘citizen’, ‘citizenship’ and ‘CE’ noted in sections 2.1 and 2.2, the 
question remains: Why should people then bother about the need to teach CE if education and its 
aims are conceptually problematic? The following section is an exploration of the development 
of the concept citizenship guided by the liberal, communitarian and republican view.  
 
2.2 Theories of citizenship 
2.2.1 The liberal approach. 
Liberalism as a philosophy developed predominantly developed as a converse to autocracy. 
Liberal citizenship’s central idea that individuals are entitled to equal treatment by right, has 
become so entrenched in western political culture (and beyond) that many are critical of it. A 
cursory look at the liberal conceptions of citizenship would demonstrate that, the theory in its 
varied forms predominantly supports the idea that citizenship as a status awarded to individuals 
sanctions individuals to enjoy specific and approved universal rights granted by the state. 
Fundamental to liberal thought is the perception that individual citizens act ‘rationally’ to 
advance their interests, and the role of the state is to protect citizens in the exercise of their rights 
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(Isin & Wood, 1999; Smith, 1998; Lister, 1997a).  The state could achieve this through the 
inception and realization of rights in a negative way. In a way, the state would be granting 
individuals the same formal rights to enable persons to attain some sense of equality without 
reference to any political and economic powers. From a liberal view, exercising rights is seen as 
the choice of citizens, based on the understanding that they all have the necessary resources and 
opportunities (Isin & Wood, 1999: 7). The decision to participate in political matters is a right 
one can freely choose to exercise or not without making it an obligation.  
                                 
Marshall (1950) presents the liberal idea of citizenship with the civic mind where realization and 
exercising of social rights constitute fundamental principles underlining a good and just society. 
Marshalls’ understanding of citizenship proceeds from the post  British economic troubles that 
were meant to be subjected to some tests to verify whether the state could protect individuals 
from social and economic uncertainties through welfare provision (Ellison, 1997). For Marshall, 
citizens are legitimately entitled to minimal social and economic needs from the state. Just like 
other liberalists, Marshall is not in defense of the obliteration of inequalities. Instead, he projects 
a just society as one that reduces dangers linked with private enterprise for the poorest citizens. 
Ultimately, this would lead to an all-encompassing sense of community and social cohesion. 
In escalating Marshall’s conception of welfare as a minimal safety, the liberal views’ 
contribution to community development, John Rawls (1971) guided by principles of utilitarian 
liberal liberalism (Smith, 1998: 117) introduced the idea that state intervention and redistribution 
of the goods in society should aim at benefitting the disadvantaged members. Akin to Marshall, 
Rawls he did not recommend equality per se through state redistribution. Reasonably, Rawls 
averred that liberty demands that individuals should have the capacity and ability to make 
rationale choices without succumbing to the constraints of their history (Smith, 1998; Isin & 
Wood, 1999). For instance, in Ancient Greece, as argued by Aristotle, females (and slaves) from 
birth were not given an equal footing with their counterparts leading to their suppression in all 
spheres of life (Lister & Pia, 2008).  As such libertarian efforts seek to fight for equality of 
persons in all spheres of life without infringing the rights of others. The logic is that the 
individual is more important than the community because the individual exists prior to the 
society, (Lister & Pia, 2008). Thus, an individual is not a product of the society but rather 
produces the society.  What this would imply is that, persons at individual levels have the right to 
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change their circumstances as citizens not to anticipate others to act on their behalf while one 
merely remains passive. Thus,  no definition of the ‘good life’ should be imposed on people in 
their private if one is to follow the libertarian view of citizenship because what counts as good is 
a matter of one’s choice (Voet, 1998). 
The Lockenian perspective on liberalism is that, individuals are free to do whatever they want as 
long as they value and respect others’ right to do the same (Lister & Pia, 2008). From this 
context, liberal citizenship accentuates that individuals are at liberty to surrender part of their 
freedom in exchange of enjoying their personal freedom as autonomous citizens. Thus, the 
individual becomes a member of the community through the granting of universal rights which 
would guarantee security of the individual freedom to life, liberty and property. in affirmation of 
the above, liberalists like Rawls considers  a citizen as one with the right to equally participate in 
public spheres such as political processes, where all citizens have equal rights not obligation to 
take part in, and determine, ‘‘the constitutional process, which establishes the laws to which they 
are to comply’’ (Rawls, 1971: 227).  
 
Through liberal citizenship every individual enjoys equal rights where universalism is considered 
a way of securing membership as well as a principle of justice (Ivic, 2018). In acknowledgement 
of liberalism and freedom, liberal citizenship has shown little concern for the public 
participation. The assumption is that, the individual attains the highest good and satisfaction 
through the private sphere not through participation in the public sphere (Lister & Pia, 2008). 
The rights embedded in liberal citizenship enable the individual to pursue one’s conception of 
the good life. Membership in liberal citizenship is attained through the provision of rights and 
freedom without dominance. Thus, the overriding aim of liberal citizenship is to provide and 
sustain freedom of the individual which is perceived as freedom from interference so that 
individuals could pursue their personal goals in life. 
2.2.2 The communitarian thought 
Communitarianism is a wide ranging critique of liberal concept of citizenship. One of the 
defining characteristics of the communitarian position as observed by Lister and Pia, (2008) is 
that, it has a more demanding conception of citizenship than is common in liberal or postmodern 
theories. Citizens are expected to be concerned with the common good, sometimes even at the 
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expense of self-interest. Despite variations among people, the communitarian approach validates 
the basic principles governing co-existence (Brugger, 2005) and the development of common 
civic virtues and liberties that cherish social cohesion and public good (Brugger, 2005; Isin & 
Wood, 1999). Resultantly, the communitarian perspective acts a social glue of the community 
responsible for the establishment of equality of members despite their differences. 
The notion of individual rights advanced by Marshall, Rawls and other liberal thinkers has been 
criticized by some communitarians, such as Skinner (1992), Sandal (1998) and Smith, (1998) 
whose argument resonate on the proposition that, an individual’s identity is a product of 
communion and relations with others in the broader community where the individual belongs 
merely as a member. For Skinner (1992), cited in Smith (1998), the individual, can only realize 
personal interests and identity through deliberation over the common good. As shall be seen 
later, Ubuntu philosophy has that capacity to sustain diversities. 
 
Rawls’ work is not an explicit discussion of citizenship, but in acting as the spark for 
communitarian thinking, it does provide the launch pad for communitarian thinking about 
citizenship (Lister & Pia, 2008). The crucial debate lays on the fact that communitarian’s hinges 
on community at the expense of the individual. This position defines communitarian conceptions 
of citizenship in the contemporary era where individuals have a challenge of multiple loyalties 
(local and global). Through the communitarian citizenship embroidered in Ubuntu, citizens have 
the potential to develop negotiating skills that would assist them in promoting and maintaining 
social justice in society. Ultimately, the community becomes the defining center of identity. 
 
2.2.3 The republican perspective 
The philosophy of republicanism originated from the ancient societies of Greece and Rome 
where citizens were those who partook in the governance of their societies (Lister & Pia, 2008). 
Initially, emphasis of republicanism is generally concerned with nurturing human freedom not as 
a right but an expectation one has to fulfill. However, there is a concern that liberalism gives too 
much concern to privacy and individual rights and too little to fostering the public virtues that 
lead people to do their duties as citizens (Dagger, 2002). For republican theories of citizenship, 
participation is the means by which freedom and membership are created and sustained. 
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Republican citizenship is vibrant concerning protection and ensuring freedom from domination 
that involves self-governance. Thus, citizenship for republicans provides and promotes freedom 
by making individuals both, authorities and equal members of the community with the 
responsibility to actively participate in decision making processes. 
 
Furthermore, the civic republican thought attempts to incorporate the liberal notion of the self-
interested individual within the communitarian framework of egalitarianism and community 
belonging (Isin & Wood, 1999). The civic republicans understanding of citizenship is based on 
one’s capacity to defend deliberative forms of democracy, in contrast to the liberal’s 
representative democracy (Heater, 1999; Kymlicka & Norman, 1994). Like communitarian 
thought, the republican theory emphasises on principles that would oblige citizens to unite into a 
meaningful community through participation (Oldfield, 1990a). The availability of basic 
resources is considered to be necessary and sufficient conditions in enabling individuals’ 
participation in community life. As such, citizenship becomes a common civic identity which is 
shaped by a common public culture (Habermas, 1998; Miller, 1998; Beiner, 1995). In the 
modern era where diversities constitute social phenomenon (Ellison 1997), the republican theory 
would consider citizenship to be a civic identity, that works to unite citizens into a meaningful 
entity whose strength should sustain the separate identities engrained in members of different 
groups. Eventually, the republican citizenship calls upon individuals to participate collectively 
for the common good. 
 
As Miller notes, citizens by nature, are bound to form divergent groupings in pursuit of their 
political appetites and it is through their representatives that various groups must cultivate the 
stamina that would enable them to put and respect the sufficient distance between their 
particularistic demands and those of others (Miller, 1988). In addition, Miller (1988) avers that, 
individual interests in a broader and diversified community manifest themselves through various 
groups and political participation must evoke the spirit of tolerance and fairness in pursuit of 
common ends. The net effect of the republican theory of citizenship is the development of a 
balanced citizenry and community where tolerance and obligation in society are for the common 
good and the self. Thus, an appeal for a moderate cosmopolitan theory grounded on Ubuntu 
philosophy as shall be demonstrated in chapter seven would be a significant step in the formation 
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of a diversified, tolerant and socially just society where nationalism and cosmopolitanism would 
comfortably sit together and harmoniously influence human development. The next part is an 
explication of the theoretical underpinnings of citizenship education as a platform for the debate 
on HE in post-colonial Zimbabwe to be pursued later. Some synergies of CE and various theories 
of citizenship discussed will be shown as well as a way of demonstrating the inevitable nexus 
between these concepts.  
 
2.3 Theoretical underpinnings of citizenship education 
The literature demonstrates that CE like the concept education and its aims, is an elusive concept 
that is subject to multiple and different interpretations. Historically, CE has been described as the 
source of moral behaviour which guides human conduct in the broader society (Wolfgang & 
Berkowitz, 2006). In its multiform, citizenship conceptually refers to membership to a country, 
and is legally anchored in the rights and responsibilities deriving from sovereign nation-states 
(Osler & Starkey, 2003; Heater, 1990). Given this understanding, it becomes imperative for the 
members of a specific country to have a legal obligation to receive CE. As multi-layered, the 
purposes of citizenship may also guide the purposes of CE. These may include the cultivation 
and development of a sense of social responsibility, community involvement, and political 
literacy among citizens (Kymlicka, 2002; Crick Report, 1998; Marshall, 1950).  
 
Confirming the contentious nature of CE, Akper, (2016) argued that, the question of citizenship 
may be problematic because it is not clear if citizenship refers to race, colour, marital history, 
background, naturalization, settlement, religious and/or ethnic identity. Citizenship becomes a 
question of interpretations and it cannot be universalised. However, more problems are bound to 
emerge once the question of being a citizen and CE is left hanging loose, because the dominant 
groups will fight to maintain the status quo, providing an education system that sanctions and 
perpetuates inequalities and the unjustified discrimination of other citizens who deserve equal 
standing in society. Relative to this, (Kaulemu, 2012; Siim & Squires, 2007; Marshall, 1950), 
suggest that the notion of citizenship has evolved over centuries, and its roots can be traced back 




In Ancient Greece, the history of CE can be traced back to Aristotle, who conceptualized citizens 
as ‘all those who share in the civic life of ruling and being ruled in turn’ (Mulgan, 1998). Thus, 
the theoretical views of citizenship and CE among the Greeks targeted the development of 
conservative minds and good citizenship and would automatically mean compliance with the 
cultural norms and values of one’s society. This confirms the idea raised by Wright (2011), that 
CE has a critical role in shaping peoples’ histories, status as well as their beliefs and values. 
 
Although it is possible to advance a conceptual definition of CE that focuses on the traits that 
give the concept its possible meaning, it is also apparent that, some attributes may not be 
sufficient to fully explain what CE is. Notwithstanding these debates, a conceptual analysis like 
the one in this study which proposes a moderate cosmopolitan CE, driven by Ubuntu values, 
endeavors to provide CE that is more substantive in terms of uniting people in their entirety as 
human beings, in a moral community that cherishes the good, because to be human would entail 
being good to the self and others. I concede that CE may have a definition in terms of its scope 
and what ought to be included in it. However, the inclusionary and exclusionary criteria for CE 
may have their internal challenges that may obscure realization of what constitutes ‘good CE’. 
Nevertheless, both narrow and broad definitions of CE have critical civic virtues that may need 
some alignment in developing the required ‘good citizen’ within a just and democratic society. 
Thus, a viable form of CE in a just society would be one that fosters the integration of essential 
local and global civic virtues. 
 
 In their analysis of CE, Cogan and Derricott (2000) have identified some basic tenets of what 
constitutes good citizenship, and these broadly entail possession of some sense of dignity, 
enjoyment of certain rights, fulfillment of corresponding obligations, a degree of interest in 
public affairs, and an acceptance of basic social values. Taking this conception further, Gould 
and Kolb (1964:88) cited in Mavhunga, Moyo, & Chinyani (2012), provide what can be regarded 
as a contemporary conception of citizenship, by defining it as a state of the relationship existing 
between a natural person and a political society known as a state, by which the former owes 




Deducing from the mutual relationship and responsibilities in society as stated above, one would 
not be faulted for thinking that, different nations believe that they are mandated and obliged to 
put in place instruments for developing what they consider to be good citizens. Given this, then 
citizens, through education, are expected to comply with the basic tenets required by the given 
society, which may also lead us into relativism and social disjuncture. Nevertheless, the 
contentious nature of the concept ‘good citizens’ may require some additional elaboration. As 
stated by Gross and Dynneson (1991:4), 
 
A good citizen is one who cares about the welfare of others; is moral and ethical 
in dealing with others; can challenge and critically question ideas, proposals, and 
suggestions. In addition, a good citizen is one who can make good choices based 
upon the good judgment in light of existing circumstances. Good judgment should 
be considered as rational decision-making where an individual can discern right 
from wrong actions (Gross and Dynneson, 1991:4) 
 
Though the above claims may sound credible by providing what might be conceived as features 
of a good citizen, governments are faced with constant problems of ensuring protection and 
survival of social justice and democracy in a world of massive differences. The ability to come 
up with forms of CE that will develop consistently ‘good citizens’ without violating the rights of 
others is demanding. It is also difficult, in the contemporary era, to come up with a universally 
acceptable qualification of the good because there are so many different epistemological ways to 
account for the good and the bad, which may not apply, especially in diversified communities. In 
a way, this could partly explain why CE, as a discipline, was directly introduced in education 
systems as a way of minimizing social disharmony. Consequently, every nation strongly believes 
in (a) form/s of CE offered to its members. Some of the prevalent forms of CE include 
republican, conservative, liberal, critical, cosmopolitan, and communitarian (Thun, 2016).  
 
An exposition of theories CE would have been critical, but for this study, I will suspend debates 
on most of the models and concentrate on the liberal, conservative, communitarian, and 
cosmopolitan models, since they directly appeal to my study. An exposition of the cosmopolitan 
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model will be suspended in this section, for it will be picked up later in Chapter Seven, where an 
appeal for the moderate cosmopolitan approach is presented. 
 
The conservative model, which is also known as the nationalistic model is fundamentally 
anchored upon the belief that CE has the responsibility to provide values that maintain the status 
quo (O’Sullivan & Pashby, 2008). Key features of this model target the development of a 
curriculum that conveys facts, concepts and values through the banking model of teaching 
(Miller & Seller, 1990; Freire, 2005). In practice, students are taught a common body of 
knowledge about their nation’s history that predominantly includes political structures 
(McLaren, 2009).  
 
While the approach may sound legitimate in serving interests of the ruling elite and preserving 
the status quo, there are problems in blindly following such an education system, because it 
validates standardisation of curriculum, which will ultimately result in the reproduction of same 
knowledge from generation to generation thereby promoting passivity and uncritical behaviour 
among citizens. This would justify the teaching of CE through disciplines like political and 
military history (Sears & Hughes, 1996:128), and in Zimbabwe it validates teaching programmes 
such as NSS, NYTS, and subjects like Patriotic History (Mhike, 2018) as shall be seen in 
Chapter Six. These programmes and subjects are broadly used to promote education for 
compliance, because it develops citizens who cannot critique the state and its operatives. 
 
Informed by liberal philosophy, Locke argues that CE is essentially good in facilitating the 
development of liberal and democratic citizens who are critical of the status quo (Lenders, 
Veugelers & De Kat, 2008a; 2008b; Janmaat & Piattoeva, 2007; Veugelers, 2007). Critical 
citizens have the potential and intellectual power to uncover the unjust nature of society by 
encouraging engagement and deliberation (Wright, 2011, Freire, 2005; Sears, 1994), for they are 
exposed to education about citizenship, which opens up one’s intellectual prowess. HE in 
Zimbabwe may benefit a lot from the liberal approach, considering that it (HE) inherited the 
colonial education system and structures (Gomba, 2017; Shizha, 2013), which are fertile grounds 
for perpetuating unjustified discrimination of others socially, economically, and politically. By 
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adopting the liberal approach informed by the good in Ubuntu, citizens and the government will 
advocate change that will result in tolerance of diversities.  
 
The observation that CE anchored on the communitarian model, aims to prepare citizens of the 
‘world’ (Thun, 2016; Brugger, 2003), because it supported ‘education for citizenship’ (Newell & 
Davis, 1988), is a legitimate claim in our understanding of the moderate cosmopolitan approach 
to CE. The contemporary world, characterised by massive human movements and more 
advanced technological changes, requires students who are more conscious of issues of life 
beyond their localities if they are to remain functional as human beings, without blindly 
sacrificing the human fabric of social justice and dignity in a world of interdependence in 
defense of the self. Through the Ubuntu philosophy, like the liberal view, the communitarian 
approach would facilitate the inception of the transformational curriculum, which shuns blind 
acceptance of issues without taking the pain of subjecting matters to rigorous interrogation in 
defense of the social good and love entrenched in Ubuntu philosophy.  
 
What is profusely clear is the fact that there is no common and universal understanding of CE 
that can stand the test of time. As such, dearth of precision leaves room for manipulation, 
speculation, and misinterpretation of what CE is supposed to be. This will be more evident later 
as the thesis unfolds, where the elite and their associates who occupy various corridors of power 
in society , like post-colonial Zimbabwe , have selfishly dictated what ought to be learnt as CE 
,at the expense of humanity in its completeness. As shall be seen as the thesis unfolds, the post-
colonial HE system in Zimbabwe will be analyzed within the context of the conceptions of CE 
discussed above. Thus, the following section is a presentation of some theoretical underpinnings 
of the concept HE, in view of social justice and democracy.  
 
2. 4 Conceptual understanding of HE 
The HE system is perceived differently in varied countries. European scholars consider the 
medieval Bologna University and the Universities in Paris as the first models of modern 
universities in Europe and the world (Alemu, 2018). In generic terms, HE encompasses all post-
secondary or tertiary institutions. It includes such post-secondary institutions like polytechnics, 
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colleges of education, and ‘grandesécole’ in the case of France (Alemu, 2018). Similarly, in 
Zimbabwe HE falls under the Ministry of Higher and Tertiary Education (MOHTE), and it refers 
to post-secondary education where one can join polytechnic colleges, teachers, and vocational 
institutions, as well as university education. The Zimbabwe Council for Higher Education 
(ZIMCHE) Act (2006) defined HE as education provided by Higher Education Institutions 
(HEIs), while HEI refers to: 
(a) A technical or polytechnic college offering degrees 
(b) A public or private university or University College and its associate or affiliate institutions 
(c) An arm of a foreign institution of higher education that awards degrees. 
From the above definitions, HE covers a wide range of higher learning institutions organized in 
different ways, commonly within a university and/or other tertiary learning institutions. Under 
the umbrella of HE comes all forms of professional institutions, which make them numerous in 
most cases. It is important to note that, the definition of HE in this study, as alluded to in the 
background to the study, does not include other post-secondary training systems. HE will strictly 
refer to state run university education in Zimbabwe.  
 
The highest level of HE is the university whose emergence in History is linked to Plato, who 
envisaged HE as a community of people with a multiplicity of activities that included learning 
and studying, discussion, rigorous concentration, teaching, discovery, and reflection (McIntyre, 
2009; Readings, 1996). Some scholars have defined a university as the highest institution of 
learning devoted to the production and dissemination of knowledge and culture production 
(Fortina, 2012; Owolabi, 2007). However, in its true sense, HE is obliged to enjoy a high degree 
of autonomy and academic freedom (Appiagyei-Atua. Beiter & Karran, 2016; Gerber, 2001; 
Humboldt, 1959) in its fulfillment of the HE mandate. 
 
Although scholars present various perspectives in accounting for the purpose of HE’s existence, 
(Giroux, 2010; Kiziltepe, 2010) they have associated HE with the public sphere where HE is 
expected to serve multiple functions in society that include: sharpening of human consciousness, 
developing intellectual faculties and human skills among people. In doing so, HE is expected to 
be self-confident in enhancing the development of a conducive environment unrestrained by 
government rules and regulations. In addition, when executing their duties, HE, should exercise 
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the sense of being autonomous, with academics enjoying academic freedom (Hogan & Trotter, 
2013; Karran, 2009). The concept of autonomy in the broader sense denotes a certain level of 
independence in decision making.  
 
The most widespread definition of university autonomy was formulated in 1965 by the 
International Association of Universities (IAU), where it was defined as authority to make 
decisions regarding: who will teach, what will be taught, who will get a degree, what needs to be 
researched (Bergan, Egron-Polak, Noorda, & Pol, 2016). Academic autonomy of a HE institution 
is also determined by the freedom of choice by researchers and lecturers regarding the field of 
their scientific research and interest. On the other hand, such autonomy also ought to contain 
instruments for evaluation of the academic staff according to certain criteria (Verdenhofa, 2016). 
 
In an analysis of the relationship between the state and HE, Humboldt validated the need for the 
state to guarantee and respect HE’s autonomy by averring that: the state  
‘‘should not require anything from the university directly for itself, but rather 
protect the intimate conviction that, to the extent that universities fulfill the 
ultimate goal corresponding to them, they also fulfill their ends and from a loftier 
point of view, from a point of view that allows a much greater concentration and 
acceleration of forces that the state cannot set in movement’’ (Humboldt, 1959, 
288). 
 
What is insinuated by the above statement is the view that, both state and HE require each other 
in promoting the formation and survival of a socially just and democratic society without 
coercion. While the state, in the case of Zimbabwe, possesses the financial muscle that 
determines the remunerations of the staff, the state, however, must not take its advantageous 
position in this set up to override HE’s autonomy, freedom and independence in pushing for 
what would emerge as socially unjust and undemocratic decisions. 
 
Relative to the above, Moodie (1996) defined academic freedom as particular liberty given 
exclusively to HE scholars, with the understanding that it must contribute to the development of 
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HE and the community at large. In addition, academic freedom in HE has been understood as the 
capacity to have the autonomy to pursue the truth, regardless of where it leads (Hogan & Trotter, 
2013). Thus, in principle, and in a democracy, academic freedom mandates and protects the right 
of the intellectuals to freely track the truth through research, community service and teaching. 
However, in practice, it has been observed that in some cases HE institutions, through the 
influence of external pressures including government driven policies, may override academic 
freedom by exercising their right to determine what ought to be taught, by who, including the 
final determination of persons to be recruited or appointed (Fossey & Wood, 2004; Shils, 1991). 
 
In addition, discourse and debates on academic freedom in HE include dialogues on human 
rights and freedom of speech. Connolly (2000: 71), succinctly elucidates this relationship by 
noting that, ‘‘academic freedom is a kind of cousin of freedom of speech’’. Thus, the ability to 
express the self, both in words and writing becomes the pillar safety valve of academic freedom 
in a democracy. Similarly, Ubuntu philosophy through the principle of communitarianism 
encourages participation by all members for the good of the society. 
 
Considering problems associated with the concept of education and CE discussed before ,  the 
concepts ‘academic freedom’ and ‘autonomy’ are not spared from the same predicament of being 
elusive and are, thus, enchanted in an unstable ground. For instance, there is possibility to (ab) 
use authority by the powers- that- be to curtail academic freedom and autonomy. As Preece 
(1991) stated, when governments transform towards dictatorship, it is a recipe for disaster for 
both academic freedom and freedom of speech, because the two feed into each other. In 
situations like post-colonial Zimbabwe where there is clear conflation between government, 
ruling party and HE, academic freedom within the university is not immune to  state interference 
and harassment (Makunike, 2015; Zinyemba, 2010), which will ultimately thwart the 
autonomous growth of HE institutions as free and democratic institutions. However, despite the 
general authoritarian governments’ harassments and persecutions of academics who attempt to 
register their famine for the recognition of their rights and entitlements to academic freedom, 
some international groups, such as UNESCO have consistently remained committed to the 
respect and recognition of academic freedom and consider it as a benchmark and guarantor of 




Although the right by academics to exercise freedom of speech has resulted in the criticism of 
the status quo, the academics have been victims of harassment from authorities within HE and a 
government. For instance, an Egyptian sociology professor was illegally imprisoned in 2000 for 
assisting in the creation of documented film about election abnormalities (Karran, 2009). In 
Zimbabwe, a Kenyan law lecturer at UZ was deported for helping students in drafting an anti-
corruption petition to the President (Makunike, 2015, Amutabi &  Nasong’o, 2013), while a 
colleague in the same faculty and the students at UZ were arrested for marching in solidarity 
with the Arab insurrections (Polgreen, 2012). Drawing from these incidents, one can conclude 
that academic freedom in cases where it threatens the legitimacy of those ‘in authority’, but 
‘without authority’ is rhetoric. The curtailing of academic freedom adversely affects other basic 
forms of freedom entitled to human beings, while the preservation of academic freedom is 
tantamount to the security of other fundamental freedoms. Thus Ubuntu seeks to ensure that 
human rights and dignity are not granted by anyone, but through HE, individuals and groups will 
become more responsible and conscious of their rights. 
 
However, theory and practice of CE in Zimbabwe, where the state and HE do not have a formal 
policy that speaks directly to CE that can counter the current lower forms of CE that promote 
passivity and docility, it is challenging to accommodate and ensure that academic freedom is 
consistently preserved for the development of a more just and democratic society. There is need 
to provide a more sound framework built on principles of Ubuntu that promote values of 
tolerance, belongingness and engagement for the good of the community not private goods. 
 
For a long time, HE has been viewed as a public good responsible for the provision of 
opportunities that would enhance human capabilities that will support the formation of socially 
just and democratic societies (Walker, 2018; Marginson, 2016; Stejar, 2011). In admitting that 
HE has a mandate to promote and protect the public good, Fortino (2012), and Alexander (2000), 
argued that HE is expected to engage in critical inquiry into the environment and culture of the 
society where it is located. Resultantly, citizens would live and behave as a unit with HE 
operating as a welfare organization responsible for uplifting the lives of members in 




In addition, Chin (2010) argued that by being assigned and accepting the responsibility to 
analytically improve the present body of knowledge for the socio-economic and political benefit 
of the society, HE indirectly accepted the responsibility to be the promoter of social justice. 
Since HE does not exist in a social vacuum, the content and skills to be taught and learnt in HE 
must be considerate of the needs of the broader society as well. As such, HE is commanded to 
consistently display good practices within and outside the university community, for its existence 
is dependent on the broader community. 
 
Though HE has been associated with the ideology of public good, there is a view that HE should 
exist as a private good, whereby individuals attain qualifications and skills for their personal 
development and have no obligation to the public (Leibowitz, 2012). For instance, after attaining 
HE skills and knowledge, the rewards come in various forms that would include gaining some 
recognition, status, better packages and promotions (Marginson, 2016). These benefits are 
directly helping the individual who had some interface with the university.  
 
However, the idea of private good has the weakness that it neglects the fact that once one gets 
skills and knowledge, one is bound to show these skills in the society where his existence is fore 
grounded. In doing so the individual will be sharing these skills to other people ‘in form of job 
creation (employment)’ or being employed to teach others. Thus, the privateness of the skills 
ceases to hold water, since the skills will be benefitting society at large, at whatever cost. For that 
reason, HE remains accountable to the public. 
 
Furthermore, Levy, Little, Mckinney, Nibbs, and Wood (2010), observed that the goal of HE is 
to seek to help students learn about existing knowledge and challenge them to produce new 
knowledge. The skill of inquiring entails the ability to identify and address the problems in 
collaboration with others (Levy & Petrulis, 2011). Through HE, students are, thus, called upon to 
be responsible for participating in addressing the existing socio-economic and political problems 
as members of the society. In essence, HE is thus, meant to enable people to acquire relevant 
skills to be used to bridge any knowledge-gaps (Aditomoab, Goodyeara, Bliucc, & Ellisca, 
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2011). By bridging knowledge gaps, HE would be loosening the fetters constraining formation of 
a democratically just society. 
 
Related to this, Waghid (2016) and Ngara (1995) have argued that HE should facilitate and 
enhance the universal development of human knowledge and the production of a culture that will 
meet with the demands and aspirations of the society where the university is located. Thus, a true 
HE is determined by history and the environment in which it finds itself, as well as the 
preservation of culture and tradition that is essential in that society. For instance, Ngara (1995) 
cites examples of land grant universities in the United States, such as Michigan State University, 
which were meant to play a pivotal role in agricultural and industrial development, the Imperial 
College of Science and Technology in London, which was a key factor in Britain’s military 
strategies and successes in the First and Second World War, and the University of London, 
which reflected the interests and character of the British Empire. 
 
Giroux (2008) observes that, the current needs and challenges of democracy and social justice, 
though contentious, require a reconsideration and understanding of the fact that the battle for an 
understanding of democracy traditionally has been constructed around social, economic and 
political angles, but it must be considered as an educational assignment. As such, HE must be 
forced to reconsider its role to be an agent for the formation of democratic societies without 
taking a passive role. In doing so, HE fundamentally switches its role to become a public sphere, 
that is, it becomes a site where students gain a public voice and come to grips with their power as 
individuals and social agents (Giroux, 2008). Resultantly, HE becomes a conduit that is meant to 
serve humanity at personal level first, zooming out to embrace the broader society. 
 
In Africa and other developing nations, HE’s mandate, from the period of the attainment of 
independence to date, has been associated with the idea of development. Scholars argued that 
through research, teaching and community engagement, universities in Africa are expected to 
bring themselves closer to the socio-economic and political developmental challenges (Akpan, 
Minkley & Thakrar, 2012). As such, universities are considered to be conduits for socio-
economic and political emancipation from past colonial and apartheid injustices. This could 
explain why the new post-colonial and apartheid governments, for example in Ghana, Nigeria, 
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South Africa and Zimbabwe, embarked on HE expansionist policies upon the attainment of 
independence, and HE was broadly funded by the state. The assumption, though partly correct, 
was in a way fallacious for being inattentive of the centrality of active CE anchored on Ubuntu, 
as a critical ingredient for the establishment of substantive democratic society. As shall be seen 
later, what counted and constituted as knowledge in developing nations was subjected to 
censorship by state and HE’s internal structures and agencies and this was a retrogressive way, 
considering that HE is privileged with academic freedom and autonomy which, if properly used 
by any responsible government, can assist the government to attain mature democracy needed in 
national development. 
 
With the advent of neoliberal culture, there is a growing perception and debate, which HE has to 
establish and maintain links with global trends and development by reasserting traditional values 
and entering the mainstream of global culture (Letizia, 2013b). The concept of marketization of 
HE has become popular, and it has been viewed as a site for commercial investment or private 
good based exclusively on the fulfillment of individual needs (Kallison, & Cohen, 2010; 
Kapstein, 1999). In response to the idea of marketization of HE, the legacy of public good 
discourse has generally vanished in most of the Western European universities, as HE reinvents 
itself by giving in to the demands of the market place (Blumenstyk, 2002). In addition, some 
critics have noted that reducing HE to the level of being a private good work against the critical 
social imperative of educating citizens who can sustain and develop inclusive democratic public 
spheres (Giroux, 2002). Thus, in the context of the market ideology, HE is caught up in a 
dilemma as to whether it should serve individual or public interests. Relative to this, the tension 
between nationalism and cosmopolitanism in this study is brought on board, to prove the 
existence and challenges HE faces in trying to maintain and flaunt the image of being a public 
good and develop inclusive democratic public spheres. 
 
Despite all these contestations, it is imperative that the existence and performance of HE cannot 
be immune from external pressures and demands that affect the entire fabric of its system. In 
post-colonial states like Zimbabwe, the government controls HE through Acts gazetted by 
parliament, which have authorized governments  to fund HE’s, staff thereby becoming a 
dominant key figure in the decision -making process. As a result, HE’s autonomy has been 
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compromised; especially where government’s interests are threatened the government may use 
its financial muscle to coerce HE to tow the line even if it is unfair and undemocratic. Thus, the 
following section seeks to offer some insights into the concept ‘democracy’, showing how it 
connects with the idea of social justice and democracy. 
 
2.5. Conceptions of Democracy 
Though the term ‘democracy’ seems to be a familiar word to most people, conceptually it is still 
misconstrued and distorted. Etymologically, the word ‘democracy’ comes from two Greek 
words: “demos” meaning common people, the masses (as against the ruling elites), and “kratos”, 
which means strength, power, and rule (Anyaehie, 2008). This concept gathered momentum at a 
time when dictators, single-party regimes, and military coup leaders alike, asserted popular 
support by claiming the mantle of democracy. 
 
Dewey (1985a) defines democracy as a society that makes provision for participation for the 
good of all its members on equal terms, and secures flexible readjustment of its institutions 
through the interaction of the different forms of associated life. Dewey’s notion of democracy 
presents an ethical ideal that requests communities to open up equal and necessary opportunities 
for all citizens and ensure that resources are available for every individual through participation 
in political, social, and cultural life (Westbrook, 1993). Thus, Dewey was advocating a 
democratic system with the capacity to enable and empower citizens in realizing their 
potentialities on equal terms, regardless of their differences. 
 
Accordingly, people in a democracy should be treated with equal respect and as of equal worth 
(Weinsheimer, Donald & Marshall, 1975). In concurrence with the above assertion, Dewey 
further argued that citizenship in a democracy requires a small number of essential community 
empowerment rights that revolve around key civic virtues which promote tolerance for diversity, 
capacity for cooperation and effectiveness in group deliberation (Shook, 2013). This position can 
successfully be attained if education is grounded on the Ubuntu philosophy, which advocates 





Commending on Dewey’s notion of democracy, Stitzlein (2017), noted that democracy itself is 
constantly changing to meet the changing needs of the people and fit the environment in which it 
is enacted. Dewey notes that, 
Democracy as a way of life is controlled by personal faith in personal day-by-day 
working together with others. Democracy is the belief that even when needs and 
ends or consequences are different for each individual, the habit of amicable 
cooperation—which may include, as in sport, rivalry, and competition - is itself a 
priceless addition to life (Stitzlein, 2014: 71). 
 
In concurrence with the above, Tan and Bridge (2008), claim that Dewey understands human life 
to be ineluctably social and education is seen to be possible and necessary only when individual 
life intersects with social life. Thus, cooperation among individuals necessitates the provision of 
education, resulting in learning not taking place when there is one individual. This concurs with 
one of the basic principles of Ubuntu, which admits that to be human is to be communal 
(Chingombe & Higgs, 2019). 
 
Zoric (2015) pointed out that, for Dewey, democracy was an ideal and a prerequisite to freedom, 
both in education and society as a whole. The implication for this assertion is that, democracy 
targets the protection of the interests of all members of the community. This presupposes that 
Ubuntu, through the principle of communalism, aims to eradicate the spirit of individualism 
perpetuated through such teachings as, ‘Ini ndini, Iwe ndiwe’ (I am, you are), which emphasize 
the individual separateness from other members of the community (Hapanyengwi-Chemhuru & 
Makuvaza, 2014). In this sense, Dewey’s notion of democracy clearly points to the peaceful and 
thoughtful effort meant to justly balance freedoms among persons, and is a type of nonviolent 
conflict resolution (Shook, 2013). 
 
In escalating the debate on democracy, Callan (1997), strongly avers emphatically that 
democracy is the social glue for the harmonious cooperation among people, relative to shared 
ends and the state should accord equality of consideration to all citizens. As such, the idea of 
democracy has to incorporate the principle of engagement and participation by persons in a 
community for the well-being of the individual and the entire group. As shall be seen later, 
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through the Rawlsian theory of social justice, democracy is one of the fundamental pillars 
committed to the values of tolerance, cooperation and compromise, whereby the advantaged are 
supposed to share with the disadvantaged. 
 
Regarding Anyaehie`s (2008), and Gutmann and Thompson’s (2004) understanding of 
democracy, democracy is used to describe a form of a social and political system that allows 
sovereignty of one’s life to provide for the respect of human dignity, self-determination, 
tolerance, and freedom of expression. By battling to realise and upgrade the importance of the 
self and others, democracy becomes a critical feature in the search and establishment of a more 
just and democratic society in the contemporary era. Gutmann, and Thompson (2004) in 
addressing the issue of deliberative democracy, further averred that, a democratic society is 
always confronted with disagreement and conflict among citizens. They call a democratic model 
that stands on three principles of democratic deliberations, namely reason giving, accountability 
and reciprocity. The idea behind these principles is to cultivate a community that accommodates 
openness and deliberations. Citizens would be freely expressing themselves and contribute 
without coercion and will be tolerant of others’ views. The philosophical position taken by 
Gutmann, and Thompson, tallies with Ubuntu philosophy that requires human beings to be 
treated with dignity, and respect, or as ends in themselves, not just as objects, and subjects that 
can be used for the advantages of others. 
 
The above assertion can further be supported by the claim that democratic CE is espoused as the 
propagation and cultivation of a set of rights, which speaks to notions of social justice geared 
towards respectful and peaceful co-existence (Davids, 2019). An appreciation of social justice in 
developing democratic citizenry who can embrace their inequalities shall be explored later in 
Chapter Three, through an analysis of Rawls's theory of social justice. However, for one to 
develop an in-depth understanding of the nexus among CE, social justice, and democracy in this 
study, it will be appropriate to explore some of the forms of democracy that are predominantly 
referred to by scholars. 
 
The overall concept of modern democracy has three principles that point to the idea of 
democracy. Firstly, the deliberative model of democracy advocates persons to be treated not 
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merely as objects of legislation nor as passive objects to be ruled, but as autonomous agents who 
take part in the governance of their society directly or through their representatives (Gutmann & 
Thompson, 2004). Through this model, citizens are empowered with the right to actively 
participate (directly or through their preferred representatives they have freely chosen) in 
decision-making processes and deliberate on the matters and processes considered to be critical 
in the establishment of what constitutes a just society. The challenge in exercising democracy 
from this platform is based on the reasoning that some authoritarian governments have 
constitutionally captured HE, as shall be seen in Chapters Five and Six and this has stifled civic 
and HE participation in the democratic project. 
Gutmann and Thompson (2004) further assert that through the liberal mode of democracy the 
moral primacy of the individual is recognized, and all persons in a given community have equal 
fundamental rights which should be protected without undue restrictions that hinder people’s 
rational execution of their choices. In addition, Gutmann and Thompson (1996) identified some 
normative principles in which democratic citizens should deliberate with each other when they 
disagree with one another on issues of public policy. Thus, they proposed that deliberative 
institutions should respect reciprocity, publicity, and accountability as critical conditions that 
enhance and cultivate deliberation (Gutmann & Thompson, 1996). As such, liberal democracy is 
bound to flourish and remain substantively useful only where citizens are taught to exist in a 
more reasonable and just manner. Since, in principle, liberal democracy fights for the 
establishment of an egalitarian or communitarian society that broadly seeks to see justice through 
equal distribution of goods and opportunities (Gutmann, 1996), this possibility can be realised if, 
and only if, people are taught to be consistently and constantly tolerant of each other as persons 
with value, as required of by African Ubuntu. In this study, I would agree with Gutmann (1996) 
assertion that public education is mandated to cultivate in all citizens the skills and virtues of 
democratic citizenship education including the capacity to deliberate about the demands of 
justice. Hence, unless HE considers efforts to adopt moderate cosmopolitan position, argued for 
in this thesis, mutuality among citizens would remain a myriad, thereby tearing apart the 
democratic agenda required in creating just societies in post-colonial states. 
 
In the contest of HE in Zimbabwe, the adoption of the educational policy of the quota system sits 
well with the notion of justice as fairness which seeks to establish a just society by relaxing HE 
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entry qualifications (Mareva, 2014), especially for previously disadvantaged female students and 
the intention is to close the gap between males and females in pursuit of equality. Zimbabwe’s 
HE educational policy is in harmony with Callan’s (2004) observation that, to believe in a liberal 
democracy is to believe in free and equal citizenship. Drawing from cultural and colonial 
practices that disadvantaged females, the effort by post-colonial governments to give them some 
advantages of their male counterparts, though debatable, is a good gesture towards the promotion 
of social justice.  
 
Callan took lead from John Dewey's visionary idea of an education for all, by setting a suitably 
rich and inspiring view of a shared educational venture that would inform common schooling in 
a free society (Schrag, 1999). What would constitute a free society is the presence and promotion 
of deliberative democracy which treats citizens equally, and citizens are eligible to express their 
views on public affairs through a process of public deliberation. Contrary to some models of 
representative democracy which focus on the aggregation of private interests, Leung (2013), 
avers that, deliberative democracy affirms mutually acceptable reasons that citizens would offer 
in the process of deliberation, and understand this as the most democratic way to accommodate 
differences in the public sphere (HE included) and in political institutions. 
 
In tune with the above observations, democracy is further understood in terms of providing a 
social system that will assure justice and equal opportunity for all to develop their nature and live 
a happy and fulfilled life. Jay (1962) holds that, equality embraces all the political and personal 
rights which make happiness and civilized human life possible, and it is founded on the 
conviction that no man or woman has a naturally greater claim to these than any other. Within 
the context of post-colonial Zimbabwe, the government, soon after independence, embarked on 
the policy of education for all (EFA) which resulted in massive expansion of primary and 
secondary education in Zimbabwe (Zindi, 2004; Zvobgo, 1997; Siyakwazi, 1995) to cater for the 
majority nonwhites who had been excluded from basic education by the colonial system on racial 
grounds. However, HE in Zimbabwe had remained stagnant in terms of expansion, until towards 
the closure of the 19th Century and beginning of the 20th Century, when each of the ten 
provinces of the country was granted an opportunity to have a university. The following part is 
an exposition of the concept ‘cosmopolitanism’ and its link to CE. 
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2.6 Cosmopolitanism: its meaning and characteristics 
The word ‘cosmopolitanism’ originated from the Greek word ‘kosmos,’ meaning world and 
‘polis’, which means city (Kleingeld, & Brown, 2014). Furthermore, the world and city are 
projected as one entity. Going by this combination, residents of the cities of the world become 
citizens of the world (Cabrera, 2004). This would imply that the identities of world citizens are 
not constrained by particular geographical boundaries. For Waldron, (2000:227)  
“a cosmopolitan is someone who possesses …a way of being in the world, a way 
of constructing an identity for oneself that is…opposed to the idea of belonging to 
or devotion to or immersion to a particular culture.” (Waldron, 2000:227) 
 
What is apparent  from these definitions is that, like many other notions in philosophy, 
cosmopolitanisms unlike a cosmopolitanism, is a fundamentally disputed theory because it can 
be used by different people to mean what they perceive to be the truth. As noted by Charusheela, 
(2009), the general understanding of this term (cosmopolitanism) as shared by many scholars is 
that, human beings, regardless of their differences socially and politically, can live together. As 
such, cosmopolitanism is viewed as the ability of humans to coexist with a national state, despite 
their racial and / or tribal or ethnic belonging (Calhoun, 2008). Deductively, cosmopolitanism 
extends to mean the diminishing human divisions based on race, gender, politics, and religious 
discrimination. In this study, cosmopolitanism is informed by Western philosophy, which is 
traced in the writings of Greek philosophers, especially the Stoic and Kantian philosophical 
tradition. In concurrence with the assumption that the exact meaning of cosmopolitanism has 
periodically mutated over time, replicating the changes that were taking place locally and 
globally, cosmopolitanism is a political tradition that resonates with trends around the globe 
(Kleingeld, & Brown, 2014; Kant, 2006). This would imply that cosmopolitanism is a broad 
concept that cannot simply be grasped without taking a rigorous exploration of the dynamics 
involved. Predominantly, cosmopolitanism has been understood to mean universal communities 
of world citizens living in harmony (Cabrera, 2004). However, some versions of 
cosmopolitanism have constantly existed as legitimate reasons to refute the existence of special 
obligations to local forms of socio-economic and political organizations. For that reason, I do 
agree that cosmopolitanism is grounded on Ubuntu, since Ubuntu through its components, 




As Benhabib (2006) notes, cosmopolitanism entails the paradoxes that exist within democracies, 
namely the existence of borders and national identities that exist in contrast to the inclusive 
nature of human rights on one side, and the responsibility of upholding human rights, on the 
other. These inconsistencies become ever more apparent and tangible when dealing with long 
term residents who are no longer aliens but do not qualify for citizenship. A case in point is the 
Zimbabwean situation, where Malawian immigrants who came to Zimbabwe during the colonial 
era as a result of the federation of Nyasaland, Southern, and Northern Rhodesia,  were 
derogatorily referred to as aliens and totem less people (Chingombe & Divala, 2018) by the 
ruling party’s former president R. G. Mugabe, on allegations that they voted for the opposition 
and this resulted in their loss of  citizenship status , together with the right to vote, though they 
remained residence in Zimbabwe. 
 
The Kantian version of cosmopolitanism, which embraces the notion of hospitality of initial 
accommodation, and protection of newcomers, (Derrida, 2006), was expanded by Benhabib, 
(2006) to imply the full inclusion of others within their host’s states. For Benhabib (2006), 
through the democratic iterations, which is a process of: 
“Linguistic, legal, cultural and political repetitions-the established truths and 
forms of knowledge are bound to change and significantly transform what has 
initially been accepted as valid” (Benhabib, 2006:48).  
Hence, through repeated engagement with and redefinition of certain norms, new moral codes 
are created. Benhabib calls this a process of Juris- generative politics, which includes “the 
augmentation of the meaning of rights claims and the growth of the political authorship by 
ordinary individuals” (Benhabib, 2006: 49), which eventually ought to lead to inclusionary 
politics. Resultantly, both the ‘outsiders’ and ‘insiders’ participate in discourses related to rights, 
values, and meanings as a way of creating new moral codes that would be inclusive. This is in 
harmony with the African Ubuntu philosophy of communalism that seeks to go beyond the strict 
borders of one’s community in recognition of the importance of other beings. As shall be seen 
later in Chapters Five and Six, Zimbabwe’s HE approaches to CE were on the one hand, largely 
peddled by partisan nationalism through the teaching of NSS, Patriotic history and NYTS which 
promoted exclusionary policies towards other races, and the opposition, while on the other hand, 
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sporadic adoption of AA and EFA was a mere political strategy for survival by the elites because 
the process was not democratically driven to consider the views of all stakeholders. As such, 
there was no goodwill and love in offering what appeared to be policies of empowerment. 
 
Looking at the various views, Benhabib’s (2006), position seems critical and suitable for the 
proposed moderate cosmopolitan CE this study proposes. Benhabib’s position seems to 
encourage constant negotiation and redefinition of principles essential for the development of a 
more just and democratic human society. As suggested in the previous chapters, the proposed 
model of CE is neither antagonistic nor too purist, nor too fragile to sieve elements of extremism. 
The model in fact, endeavors to create and discover other values that would replace the existing 
laws to respect human rights and cosmopolitan justice that embraces the old and new citizens 
(Hajihosseini, 2008). The negotiation process, as proposed by Benhabib (2006), fits well in the 
moderate cosmopolitan model, since it is not a dense version of human rights norms. Hence, it 
seeks to sieve unjustified exclusionary practices. As Benhabib puts it: 
“…cosmopolitanism is a moral and ethical project that can defy the boundaries 
and limitations of nation-states and even international treaties to empower the 
individual as the agent endowed with rights and claims” (Hajihosseini, 2008:821). 
 
Education for Ubuntu ,which is argued to be the pillar of a moderate cosmopolitan approach to 
CE at HE level in Zimbabwe will, thus, be equally the rational approach to be defended to ensure 
that social justice and substantive democracy prevail in countries and societies like Zimbabwe, 
where divisions and brutality are politically institutionalized (Chinhengo, 2000). Thus, 
cosmopolitanism has re-emerged as a way for understanding the implications of socio-cultural 
and political transformations that transcend territorial boundaries (Orly, Maury & Karsten, 
2016).   
2.6.1 Historical development of cosmopolitanism 
The notion of cosmopolitanism though historically contentious, can be traced to the Ancient 
Greek era. As previously noted, the term refers to a world-citizen. In the Greek context, the term 
is mainly attached to Diogenes the Cynic (c. 390-323 BC) – who, when asked about his identity, 
simply answered, ‘I am a citizen of the world’ (Kleingeld & Brown, 2006). In addition, 
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Democritus argued, ‘To a wise man, every land is accessible; for the entire world (kosmos) is a 
good soul’s native land.’ The idea of common humanity was further popularized by the 
philosophical school known as Stoicism in the 3rd Century B.C (Berges, 2005).  
Zeno (c. 335-263 BC), is credited for having adopted the term ‘cosmopolitanism’ and gave it a 
broader cosmopolitan meaning which is relatively different from its contemporary usage. In his 
most famous work, Republic, summarised by Plutarch, Zeno declares: 
All the inhabitants of this world should not live differentiated by their respective 
rules of justice into separate cities and communities. Instead they should consider 
all men to be of one community and one polity having a communal life equated to 
a herd that feeds together and shares the pasturage of a common field. 
(http://www.paulrittman.com/Stoicism).  
 
What is evident and inspiring from the above statement, is the imagination by Zeno to foresee 
the possibility and importance of having a well-ordered and philosophic republic that undermines 
individual differences. The stoic notion of cosmopolitanism was largely more embracing, as it 
sought to incorporate humanity at all levels. These cosmopolitan sentiments were realised 
through the Stoic’s famous ideas of the logos, which conceptually referred to the ability to reason 
and are associated with God’s divinity, which is evident through the presumed orderliness of the 
universe (Kleingeld, & Brown, 2014). The uniqueness of humankind resonates around man’s 
ability, to reason which makes it possible for all people to agree on common things of interest. 
Thus, the two forms of citizenship which acknowledge nationalism and cosmopolitanism are 
naturally embedded in persons and from a critical perspective. They should co-exist if the reason 
is allowed to prevail instead of emotions. However, in my defense of moderate cosmopolitanism, 
reason on its own will not be able to sustain society, unless it is submerged in Ubuntu. Ubuntu is 
practical and uses the heart which is the source of good and love as opposed to reason that is 
idealistic and is based on emotions and the mind. This aspect will be escalated later in Chapter 
Seven in the defense of Ubuntu.  
 
The above position is in agreement with the claims made by a Roman stoic philosopher, Seneca 
the Younger who assets that: 
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There are two communities,  one which is great and truly common, embracing 
gods and human beings, in which we look neither to this corner nor to that, but 
measure the boundaries of our state by the sun; the other, the one to which we 
have been assigned by the accident of our birth (Kleingeld, & Brown, 2014). 
 
The history of Stoicism in shaping successful cosmopolitan societies cannot be ignored, 
especially during the Greco-Roman era. Alexander the Great’s invasions and the successive 
division of the empire into successor kingdoms destabilized local cities and extended contacts 
between cities and peoples of the world. Later, it is alleged that the rise of the Roman Empire 
united the Mediterranean region under one political command (Kleingeld & Brown, 2006; 
Kleingeld, & Brown, 2014). The emphasis was on a continuous dialogue between people of 
different races, cultures, and religions to get at an ever-deepening level of tolerance born of 
mutual respect. It is often said that, where multiple cultures meet, there will be bound to be 
conflicts or tension. As a result, the weaker group will be absorbed or the groups will 
compromise and meet in the middle of their forces, at equilibrium. Premised on the discourse on 
nationalism and cosmopolitanism through Ubuntu, the two are certain to accommodate each 
other harmoniously. 
 
The idea of a universal society propagated by the Stoics was further supported by the Roman 
emperor Marcus Aurelius (180 AD) who argued;  
If intellect is common to us all, then so is the reason (logos) which makes us 
rational (logikoi) beings; and if that be so, then also common is the reason (logos) 
which prescribes what we should do or not do. If that be so, there is a common 
law also; if that be so, we are fellow- citizens; and if that be so, the world is a kind 
of state (Meditations, 4.4; Cicero’s De Legibus 1. 22-39). 
 
From the above remarks, it can also be argued that, all people have the potential and ability to 
live as a family and where they fail to do so, they will find means until they co-exist. The 
capacity to co-exist is associated with human intellect or reasoning, which is inherent in humans. 
Reasoning provides sufficient ground for people from different backgrounds to cohabit as a unit, 
without pronounced challenges. John Locke refers to reason as a natural law that gives strong 
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justification among people to believe in principles of justice (Hoff, 2015; Farr, 2008). Through 
Locke’s impression of the common principle of justice, I therefore, argue that notwithstanding 
what the state does to citizens (Stanton, 2011 ; Marshall, 2006), all people have certain absolute 
civil liberties which can be realised if Ubuntu becomes part of HE practice. Thus, the Stoic 
cosmopolitanism was anchored on the need to reduce distance among all people through 
common sense, which is understood and defined as reasoning. Based on this, I tend to argue in 
my defense for a moderate position in Chapter Seven, on the understanding that citizens at both 
individual and global levels have rights that must be respected as human beings, despite their 
identities and or locations. Reasoning on its own, is insufficient to provide a framework for a just 
and democratic society that will last, unless it is embedded in Ubuntu.  
 
Although cosmopolitanism is an attractive theory, as it takes the individual being as the basic 
unit in defining a democratic society, where unconditional equality of all men is primary and 
command, there are some weaknesses entrenched in it. From a nationalist position, 
cosmopolitanism rules out the moral significance of particular ties and obligations, since the 
global egalitarian aspirations of cosmopolitanism leave no space for nationalist and/or patriotic 
ideals (Kleingeld & Brown, 2014). The reason could be that, full-blown cosmopolitanism cannot 
take seriously the special relations individuals have with their fellow countrymen without 
reducing these nationalistic or patriotic concerns to instrumental relations.  
 
Secondly, cosmopolitans only recognize the specialties as an efficient strategy, not as 
intrinsically valuable because the interests and values of particulars are overshadowed with 
universal needs. Furthermore, while cosmopolitans in theory talk of universal culture in practice, 
it is hard to believe and accept this claim because there is no universal culture that is not a 
product of particular beings. What is labeled and peddled as the ‘universal or cosmopolitan 
(global) culture’ is the culture of the most powerful and dominant people, groups, or nationals. 
Thus, what is being paraded in Zimbabwe as a nationalistic culture of patriotic education from 
lower levels up to HE, are merely personal and partisan ideologies of a few socially, 
economically, and politically powerful members of the society who misrepresent the bigger 




2.7 Conceptual understanding of nationalism 
The genesis of nationalism can be traced back to the ancient era, where city-states such as 
Athens and Sparta believed in nationalistic virtues that united people (Akinpelu, 1981). 
Nationalism, like democracy, is common but contentious. People are keen to talk about it but 
they do not agree on its meaning. Moreover, no one can successfully tell whether nationalism is a 
curse or blessing in disguise. Hence, I tend to agree with the general belief that, nationalism 
entails elements of supporting one’s country (Dahbour & Ishay, 1995 and Smith, 1994). In doing 
so, I assert that, nationalism must be within rationality and the will for the common good.  
 
A cursory look at the terrain of nationalism would demonstrate that, the concept has been 
ignored as a crucial topic in socio-political philosophy. The debate on nationalism resurfaced and 
gained momentum in the nineties, partly in response to the nationalist clashes such as those in 
Rwanda, Yugoslavia, and the Soviet Union. A few decades ago, debate on nationalism has 
shifted towards issues in international justice, in response to changes on the international scene 
(Global Policy Forum, 2005), hence further giving this term supplementary complications in 
terms of its conception. Advocates of nationalism tend to present a morally vague image of 
nationalism as both a heroic and cruel movement, since it can breed both violence and solidarity 
in some cases.  
 
Although people ordinarily dare to speak about nationalism, for one to think of nationalism as 
wholly pure without considering its negatives may be misunderstanding its nature. The word 
‘nationalism’ is associated with moral codes that evoke emotions, and that makes it difficult to 
simply accept nationalistic education as solely the conduit in solving national problems. 
Historically, the process of constructing a nation is largely associated with violent inclusionary 
and exclusionary practices targeting cleansing non-nationals and minority tribes and / or weaker 
ethnic and political groups (Rwodzi, 2020). This can be confirmed by infamous atrocities that 
occurred in Germany during the Nazi regime, Rwanda’s genocide, and Zimbabwe’s 1982-87 
Gukurahundi massacres, were most Ndebele speakers and alleged ZAPU supporters were 
annihilated by state machinery (Coltart, 2016; Ndlovu-Gatsheni, 2009). A thorough and rigorous 
philosophical introspection into nationalism from an educational and moral point of view would 
show that the concept is multi-layered and contentious. As Miscevic (2018) avers, the moral 
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debate on nationalism reflects a deep moral tension between solidarity with oppressed national 
groups on the other hand, and repulsion in the face of crimes perpetrated in the name of 
nationalism.  
 
In addition, Miscevic, (2018) concedes that, discourse on nationalism points to many problems 
related to the treatment of ethnic and cultural differences within a democracy. A call for a more 
accommodative approach to CE at HE levels that recognizes progressive principles of 
nationalism (blended with cosmopolitanism) would be a better idea for sustaining substantive 
democracy and tolerance within modern societies. Arguably, nationalism centrally encompasses 
two phenomena, namely the attitude that the members of a nation have about their identity as 
nationals and the actions members of a nation take in seeking to sustain political sovereignty 
(Edensor, 2002). National identity demands one to critically understand issues surrounding the 
idea of belonging to a nation, and how much the dynamics of identities work within various 
contexts. Relative to HE, a sense of belonging or actions, however, raises questions of limits of 
sovereignty, locally and globally, in terms of how they inform the framing of citizenship in a 
democracy. A properly constituted and balanced notion of HE, would be required to respond to 
issues and complexities embedded in current nationalistic education offered in Zimbabwe.  
 
Despite the multivariate nature of nationalism, there are some commonalities on what constitutes 
nationalism, which borders around the supremacy of the nation's claims over claims of allegiance 
to the nation. The idea of allegiance to the state which has power is linked with classic modern 
works of Hobbes, Locke, and Rousseau, who raised some key debates on the need for the 
individual to surrender some personal freedom to the state in exchange of personal freedom and 
civil liberties which are a product of reasoning and morally just actions independent of 
suppression and oppression (Davids, 2018). Since politics and education are playmates, it 
becomes imperative that, both government and HE in their relationship must appreciate the good 
in the dissemination of what constitutes CE if HE is to remain useful in cultivating democratic 
citizens. Universally, the territorial state as a political unit is seen by nationalists as centrally 
‘belonging’ to one ethnic-cultural group and as actively charged with protecting and propagating 
its traditions (Rwodzi, 2020, Ranger, 2005). From this reasoning, all nations in one way or the 
other are nationalistic, and it is through education that the identity of a nation is either preserved 
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or eroded. This proposition is consistent with what Ndawi and Maravanyika (2011), and Jansen 
(1991), noted that education is both political and not neutral. Resultantly, CE follows suit. This 
could be part of the reasons Zimbabwe’s CE has been too nationalistic throughout, paving the 
way for inclusionary and exclusionary practices. The educational policies adopted in post-
colonial Zimbabwe, as shall be seen in Chapters Five and Six, are consistently inconsistent with 
the injunctions and values of social justice and democracy. The following section sheds some 
light on what is considered to be the various forms of nationalism, as a benchmark to consider 
the justification for the adoption of the appropriate ones in the proposed moderate cosmopolitan 
approach. 
2.7.1 Forms of nationalism 
An exposition of forms of nationalism is essential in building a strong case for the upcoming 
argument in defense of a moderate approach to CE that considers nationalism and 
cosmopolitanism as inevitable principles in a progressive democracy, where local and global 
forces interface with each other. Thus, a comprehensive justification for a particular model of 
nationalistic CE in a cosmopolitan world is derived from a broader understanding of forms and 
dynamics of existing nationalistic education. Two of Keung’s (1994) forms of nationalism which 
are linked to the proposed defense will be analyzed to guide the debate. These forms are 
explored below: 
2.7.2 Cosmopolitan nationalism 
The idea of cosmopolitan nationalism is anchored upon the notion that, human beings are equal 
and that all have an individual and collective responsibility to contribute towards the betterment 
of mankind (Nussbaum, 1996; Falk, 1995). This form of nationalism lays the basis for an 
inclusionary approach to CE, since it pushes for nationalism that unconditionally embraces 
humanity on a global scale. The, acceptance of other people beyond one’s society, is a result of 
one’s acknowledgment and admission of the importance of diversities in society.  
 
In addition, cosmopolitan nationalism considers human needs from a microcosmic to 
macrocosmic level (Calhoun, 2008). The ideological potential of nationalism to accommodate 
the needs of all people despite their differences is a plausible stance, which HE in Zimbabwe has 
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to embrace if more just and democratic societies are to be developed. Currently, a full discussion 
on this model will be suspended, waiting to be explored later in Chapter Seven, when a defense 
for the use of Ubuntu philosophy in the formation of a moderate cosmopolitan approach is 
presented. Since the issue of citizenship in Zimbabwe is a historical exercise, the next section 
aims to deliberate on why nationalism and CE in post-colonial states, particularly Zimbabwe, 
could not embrace differences as initially promised on the attainment of independence. 
2.7.3 Anti-colonial nationalism 
As already alluded before, in Chapter One, and upcoming Chapters Five, and Six, the colonial 
project in its various forms that were broadly discriminatory, was perpetuated through colonial 
education and had negatively affected indigenous people through exclusions and stratification 
(Abroakwaa, 2017; Rodney, 1972). However, on the attainment of independence, Zimbabwe 
sought to address some of the inequalities by expanding the education sector, including HE. With 
the collapse of communism and the advent of SAPs, as well as general misgovernance (Hwami, 
2012; Bond and Dor1, 2003), the once populist new governments became unpopular with their 
people, and criticism became massive. To muzzle and control people’s discontent, education that 
propelled anti-colonial nationalism was developed by the elites and their associates. This ploy 
was meant to systematically shift the government’s failures to deliver what it had promised at 
independence by blaming the former colonialists. Ordinary people who had witnessed and 
experienced colonial rule and its impact on non-whites would not condemn anti-colonial antics 
and remarks. Thus, on the surface, anti-colonial nationalism in Zimbabwe, represented by 
partisan patriotic history, NSS and NYTS (Mhike, 2018; Tarusarira, 2016; Barnes, 2004) as shall 
be discussed in Chapter Six, was inherently meant to develop uncritical citizens who would 
blindly consider the current challenges as the sole responsibility of colonialism, not fully 
knowing that the programmes were crafted to protect the selfish interests of the elites.     
 
In addition, anti-colonialist writers have urged indigenous people to denounce anything colonial, 
including foreign languages (Wolfe, 2006; Nodia, 1994). However, if this form of nationalism is 
not carefully taught, there is a danger of tearing apart the very fabric of a just society and 
democracy required in the contemporary era, where all people, regardless of their history, need 
to exist as unit. In its extreme form, anti-colonialism nationalism has the danger of breeding 
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citizens who are misguided and are xenophobic and arrogant (Martin, 2017). In situations where 
victims of colonialism have no  direct and legitimate reason to justify their failure, there is a 
great risk, as was the case in Zimbabwe after independence, to resort to tribal and regional 
politics (Rwodzi, 2020; Ndlovu, 2012) at the expense of the common good that unifies humanity 
across villages and political divides. Thus, nationalistic education that promotes diversity is a 
necessary evil for the individual and the broader community.  
 
While any nation is strongly linked to a great sense of nationalism, which entails the collapse of 
others at the same time creating others (Bresser-Pereira, 2008), it is complicated to have a 
precise position that can withstand criticisms, besides the fact that any education must promote 
the good of society. However, knowledge of nationalism as a framework for the development of 
citizens in a democracy is critical in deciding the best form to adopt because other competing 
forces influence identity formation, given contestations among people. The following section is a 
presentation of how nationalism and education relate to each other in a democracy. 
 
2.8 Nationalism in the theory and practice of education 
For some reason, CE has attracted a lot of attention since the late 1990s. Policy reviews have 
been conducted in the newly emerging democratic states of Eastern Europe and other countries. 
In the West, CE has tried to respond to the lack of active engagement and participation in 
democracies, especially by the youth (Osler & Starkey, 2018; Crick Report, 1998). In the United 
States, democratic initiatives were put in place to support nationalism and sustain democratic 
values through CE. CE has also been assumed to help create critical thinking, responsible, 
participating, democratic, and multidimensional citizen’s ideal for the 21st century (Naval, Print 
& Veldhuis, 2002; Torney-Purta, Lehmann & Oswald, 2001). Besides civic education being the 
force and agent for moralizing citizens’ characters that exhibit punctuality, obedience, and 
docility before the state, it has also substantially helped to instill some sense of national identity, 
loyalty to the nation-state, and patriotism (Tse, 1997; Thomas, 1993).  
 
In Africa, nationalism is largely associated with the battle for independence from the colonial 
hegemony. Nationalism was transmitted, both formally and informally among citizens, as a way 
of either unifying or alienating them from other members (Rwodzi, 2020). Nationalistic 
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education was key to identifying formation among communities. Through culture, different civic 
virtues were transmitted, that included and or excluded others from the matrix of society. The 
colonial rulers then introduced formal schooling, which also had nationalistic elements aimed at 
maintaining their colonial and economic agendas (Shizha, & Kariwo, 2015). Through the 
curriculum, CE presented different images of education that were debatable over the exact 
conception of nationalism and how this created a socially just state. Thus, the next section offers 
a synopsis of HE in Zimbabwe’s views on nationalism. 
 
 What remains a challenge is the possibility of developing a democratically functional citizenry 
in Zimbabwe, given the threats posed by the existence of extreme nationalism and extreme 
cosmopolitanism. A moderate cosmopolitan approach to CE is offered as a guiding principle that 
provides some conceptual clarification on how nationalism and cosmopolitanism can sit together. 
Through an exposition of liberal-communalism Ubuntu philosophy, the possibility for HE in 
post-colonial Zimbabwe to embrace differences are high with minimal challenges. Thus, the 
following section presents the philosophical underpinnings of Ubuntu as a threshold upon which 
our defense for the moderate cosmopolitan model will be crafted in chapter seven. 
 
2.9 The conceptual understanding of Ubuntu 
Ubuntu is conceptualized as an African philosophy that perpetuates democracy. Etymologically, 
Ubuntu comprises of the prefix ubu- and the stem –ntu-. Ramose (1999), posits that the idea of 
ubu- evokes the concept of ‘be-ing’ in general. Ubu- and -ntu- are mutually essential in that they 
are two aspects of be-ing as oneness and an indivisible wholeness. In addition, Ubuntu is known 
as a moral theory that is associated with humaneness or being humane (Waghid, 2020; Metz & 
Gaie, 2010; Metz, 2009; Ramose, 2002; Broodryk, 2002; Letseka, 2000). Thus, to be humane 
suggests that one's conduct is guided by a respect for and tenderness toward other beings. 
Through CE, Ubuntu as humanness is, thus, a requirement to act humanely towards others. It 
suggests a prizing of these beings and an aspiration to safeguard and nurture them within a 
community. 
 
Given these assumptions, Ubuntu education or education for Ubuntu should foster and instill 
values that embrace differences among citizens. Although different communities conceive the 
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notion of Ubuntu differently, the inherent meaning and purpose of instilling Ubuntu virtues have 
broadly remained the same. It is also generally agreed that the Ubuntu notion is universal among 
the African Bantu languages. 
 
The literature abounds on numerous conceptions of Ubuntu. The term ‘Ubuntu’ is 
etymologically derived from an Nguni maxim: ‘Umuntu ngumuntu ngabantu’, which can be 
interpreted as, “a person is a person because of [people] or through others” (Moloketi, 
2009:243). In other Bantu languages, the word has mutated but maintained its inherent meaning. 
Below are some examples of Bantu speaking peoples who share a common feature with regards 
to Ubuntu:  
Zimbabwe (Shona’s) unhu (Ndebele’s) say abantu 
Botswana (Tswana) O motho ka batho 
Zambia (Chewa ubuntu) 
 
The common feature that cuts across most Bantu speaking people in Africa is the stem -ntu. The 
-ntu component becomes the agentive moralizing term. Basing on that observation, one can 
deduce that to be educated in an African sense entails possession of the moral fibre which can be 
demonstrated within the society where the individual resides.  
 
In concurrence with this position, Wright (1984:171) advances the argument that:  
“…the African view of man denies that persons can be defined by focusing on 
this or that physical or psychological characteristic of the lone individual. Rather, 
man is defined by reference to the environing community.” Wright (1984:171) 
Thus, Ubuntu is given by other members, where the individual is also a member by right. 
Despite these variances, Ubuntu consistently refers to the capacity to express human virtues such 
as compassion, reciprocity, dignity, humanity, and mutuality in the interests of the building and 
maintaining communities with justice and mutual caring (Higgs, 2012; 2008; Luhabe, 2002; 
Mandela, 2006; Tutu, 1999). The Western understanding of a person, using the physical and 




Broodryk (2006) is one of the contemporary philosophers who believe that Ubuntu is a critical 
principle in the formation of a humane society. In an endeavor to justify the relevance of Ubuntu 
as a critical asset in making people tolerant of the other despite their differences, each letter on 
the word Ubuntu was made to be symbolic:  
U- Universal global, intercultural brotherhood  
B- Behaviour human (humane), caring, sharing, respect, compassion (love, appreciation)  
U- United solidarity, community, bond, family  
N- Negotiation consensus, democracy 
T- Tolerance patience, diplomacy 
U- Understanding empathy (forgiveness, kindness) (Broodryk, 2006:175). 
 
A critical analysis of the attached meanings demonstrates that, every letter inherently has some 
moral qualification in it. The term ‘Ubuntu’ is symbolic as an acronym that stands for everything 
that constitutes a moral being in an African sense. Also, any African society or institution that 
craves for Ubuntu is in pursuit of humanism and is community-based, for it seeks to uphold 
togetherness as opposed to individualism, which is dominant in the West. In this context, HE 
should be inspired to participate in developing and grooming citizens who are conscious of the 
value of Ubuntu in the making of a more humane and democratic society that cherishes rational 
differences.  
 
A call for a moderate cosmopolitan CE at HE is, thus, a better option for Zimbabwe, whose 
forms of CE are predominantly discriminatory and exclusionary. These current exclusionary 
practices in HE can be traced back to the colonial era, notwithstanding that, Zimbabwe post-
colonial education philosophy targeted the elimination of all forms of injustice in pursuit of 
equality and communitarianism, which can be testified by the establishment of a state university 
in every province. 
 
Basing on the above claims on what constitutes Ubuntu; one can also deduce that, the idea of 
Ubuntu is a universal principle that affects humanity because it is fundamentally found in one’s 
culture. Accordingly, it is incorporated into all facets of the day-to-day lives of people, and as 
Rwelamila, Talukhaba and Ngowi (1999) argue, Ubuntu philosophy is theoretically shared by 
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most, if not all African tribes whose origin is related to the Bantu. What is important is the view 
that, even though the Bantu languages have significantly and constantly changed, the meanings 
and principles of Ubuntu have culturally and linguistically remained the same.  
 
From a cultural perspective, Ubuntu can be viewed as a critical medium for nurturing critical 
human qualities and skills that are acceptable in society. However, given the dynamics of culture 
and society in the contemporary world, one is left in a dilemma as to whether current HE 
practices in Africa (Zimbabwe in particular) have the required moral capacity to instill critical 
values required in erecting a substantive democracy considering socio-economic and political 
tensions and differences amongst the citizens. Thus, the next section is a general reflection on 
some Ubuntu values and their implications on the theory and practice of a moderate 
cosmopolitan approach to CE. 
2.9.1 Ubuntu as a philosophy 
Although there is a heated debate in philosophical circles as to whether Ubuntu is a philosophy 
or a culture, this section suspends that debate does not add much value to the proposed moderate 
cosmopolitan form of CE in Zimbabwe’s HE case. What is essentially important is our 
understanding of the view that Ubuntu denotes a basic African philosophical worldview 
representing a valuable way of life (Mukusha, 2013; Ramose, 1999). The principle of Ubuntu in 
Zimbabwe’s HE context should be understood as such, through its metaphysical and 
epistemological positions which are beneficial to the individual and the broader society.  
 
In his admission of the value and moral worthiness of Ubuntu philosophy, Ramose (1999:49), in 
the first paragraph of his book of 1999 titled African philosophy through Ubuntu, summarily 
defines and characterizes Ubuntu thus: 
Ubuntu is the root of African philosophy. The ‘be-ing’ of an African in the 
universe is inseparably anchored upon Ubuntu. Similarly, the African tree of 
knowledge stems from Ubuntu with which it is connected indivisibly. Ubuntu 
then is the wellspring flowing with African ontology and epistemology. If these 
latter are the bases of philosophy, then African philosophy has long been 
established in and through Ubuntu. Our point of departure is that Ubuntu may be 
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seen as the basis of African philosophy. Apart from a linguistic analysis of 
Ubuntu, a persuasive philosophical argument can be made that there is a “family 
atmosphere”, that is, a kind of philosophical affinity and kinship among and 
between indigenous people of Africa. No doubt there will be variations within this 
broad philosophical “family atmosphere”. But the blood circulating through the 
“family” members is the same in its basics. In this sense, Ubuntu is the basis of 
African philosophy (Ramose, 1999:49) 
 
In this passage, Ramose gives what is required to define and characterize the Ubuntu philosophy. 
He defines Ubuntu, as the foundation of African philosophy, and thus, without Ubuntu, there is 
no African philosophy since the existence of an African in the cosmos is ontologically and 
epistemologically rooted in Ubuntu. 
 
From the above claims, one can deduce that education for Ubuntu affirms the position that 
human existence and identity formation in Africa (Zimbabwe) is a collection of several factors 
that include one’s metaphysical and epistemological promises. Ubuntu education is a 
fundamental expression of the Ubuntu values that must be operational in one’s life within the 
given community. Hence, the claim that education is what happens from the womb to the tomb 
(Peresuh, 1999) has a direct bearing on Ubuntu as a philosophical and cultural guiding principle 
that has a meaning to humanity. 
 
To fully appreciate the value of education for Ubuntu, there is a need to explain African 
metaphysics and epistemology as well. Ontologically, the being of an African is centered on 
love, and love is considered as purely good for all human beings. Since love and goodness are 
essential attributes of being (Ubuntu), in Ubuntu philosophy, the heart, which is the fountain of 
love and goodness, is fundamental in determining how vanhu (persons) should exist. This makes 
Ubuntu philosophy a true philosophy, since philosophy is etymologically and originally defined 
as love of wisdom (Mawere & Gertjan, 2016). In African philosophy, wisdom comes from the 
heart (Makumba, 2007). By nature, the heart connects, relates, and unifies reason and emotions 
to function in unison for the good of humanity in its entirety. Through love and goodness, the 
heart connects and relates the individual parts (reason and emotions) into one ideal community of 
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love. The ideal community is not a community of individual human beings but a civic 
organization of persons who can share the vision of love. While there are so many communities 
of individual human beings, there is one ideal community of persons who constantly share a 
mutual vision of love. There is common humanity, which is shared by vanhu vese (all persons), 
and this is essentially expressed and lived in good and love (Ubuntu). For this reason, Ubuntu as 
a philosophical approach to education is holistic; all human faculties are utilized harmoniously in 
the spirit of love. 
 
The Shona statement munhu mwoyo (a human being is a heart) also confirms the place and 
centrality of the heart in defining and characterizing Ubuntu philosophy. The word ‘mwoyo’ in 
Shona is used synonymously with love, and it is love that draws us closer to each other. But to 
say that Africans use the heart to philosophize does not mean that Africans do not think.  
 
The point is that Africans do not only use the mind to pursue truth, they also use the heart to 
pursue that truth in the love of one another. Reason and intellect pursue truth within the limits of 
the heart, hence zivai nomwoyo (know through the heart). While in Western societies reason is 
superior and commands the heart, in African societies, the heart orders all in perfect harmony. 
The heart ontologically and epistemologically imprints its image of love and goodness in and on 
all things.  
 
For arguments’ sake, Western societies can sacrifice love for truth, and this is democracy for 
them because only the truth matters.  Africans do not do that, as they believe that there can be no 
truth without love, and subsequently goodness. Africans can, correspondingly, sacrifice truth for 
love, and this is justice and democracy for them. In the preservation of love more than truth, the 
Shona people have this adage: ‘Pawazviona siya zviripo, ukazvitaura unoparadza zvakawanda’ 
(Whatever you see in private, you must remain secretive and unpublished because publicity 
results in massive undesirable catastrophes and consequences for many things and people). 
 
Senghor (1964) argues that, it is in light of strong relationships between the individual and 
community that the African approach to self-consciousness originates and, therefore, should be 
understood. Unlike the ‘I think therefore I exist’ of Descartes, the African is drawn to self-
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consciousness by one’s presence in the community. Franken, as cited in The Arusha Declaration 
and Christian Socialism (1967) argues that, the African ego is extended to a hundred or more 
persons; it can do something as a group for the benefit of everyone. And because of this, Franken 
(cited in The Arusha Declaration and Christian Socialism, 1967:23) argues that:  
...the people of Africa lived in small communities and they needed one another. 
The women could not go individually to fetch wood and water in the forest, or 
grass for the roofs. Nor could the hunter go by himself to provide food for his 
family. They had to join forces and work together. From this natural need, grew a 
certain philosophy of life. Everybody accepted the duty to work and was awarded 
the right in the fruits of communal labour (The Arusha Declaration and Christian 
Socialism, 1967:23) 
 
Franken puts it clearly when he claims that, Ubuntu started as a natural desire of our being 
(humunhu), but gradually grew into African wisdom; a conscious realisation of Unhu/Ubuntu as 
the universal need or demand that binds all Africans, not at a speculative but practical level. 
Senghor (1964) reads this as being typical of the emotive and participatory character of African 
cognition as distinguished from the Western logical and objective thought. The African in 
cognition does not hold the object at a distance as we find in classical European thought, but, 
rather abandons the self to the object to be known, be it God, another human being, or any other 
phenomenon in the world (Makumba, 2007). My view is that, in Ubuntu, there is no speculation, 
but lived knowledge of all things expressed through love and goodness. Senghor, thus, makes a 
distinction between European thought as analytical-discursive, and African thought as intuitive-
participative (Makumba, 2007). Makumba (2007), and Senghor (1964), agree that the heart is 
ontologically a perfect unity of all epistemologically integrated, incorporated, or assimilated 
things. The outside is felt and experienced inside. Just like pain, although it is outside, it is felt 
and known from within. Ubuntu is thus, intuitive and assimilative, and this makes it both ideal 
and practical.   
 
The moral nature of Ubuntu philosophy and its importance in developing critical citizenry in 
African societies is supported by Keita Asante, who in Asante and Abarry (1996:256) argues that 
“The Afro-centric enterprise is framed by cosmological, axiological, and aesthetic issues.” The 
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claim of Afrocentrism is of epistemological value, in that it entails a way of understanding issues 
from an African perspective where totalities of human aspects are incorporated in the education 
system for the survival and development of the whole person.  
 
2.10 Summary 
The chapter has explored some of the key theories that inform the debate on citizenship 
education. The theories, though contentious, are critical in contributing towards a better 
understanding of how HE in post-colonial states can utilize them to enrich citizens in framing 
more democratic principles that would guide their institutions. Considering that HE in 
Zimbabwe, just as in other institutions of HE across the globe is currently operating in a volatile 
environment where local and global values are constantly and consistently rubbing each other, 
the chapter has noted that a proper understanding of these theories may curtail the danger of 
promoting some forms of injustice by adopting a moderate position anchored upon Ubuntu 
philosophy that cuts across all sections of human society. The next chapter focuses on the 
theoretical framework and literature on CE. 
 
  













UNDERSTANDING CITIZENSHIP EDUCATION THROUGH A SOCIAL JUSTICE 
THEORETICAL FRAMEWORK  
3.0 Introduction 
The chapter focused on the theoretical framework and literature review for the study. The 
chapter began by offering an understanding of Rawls’ theory of social justice. The debate is 
escalated to elaborate on how inequalities can be justified in a democracy and how matters of 
human rights can be addressed in the context of justice. In addition, the chapter broadens the 
discussion by exploring literature on CE from a historical perspective. In doing so, the chapter 
demonstrates how different societies have defined and redefined CE in response to prevailing 
circumstances. Lastly, the literature addresses the Zimbabwean notion of CE. 
 
3. 1 Rawls’ notion of social justice 
Generally, philosophical discourses consider social justice as a theory that endeavors to promote 
the development of just societies by questioning injustices and cherishing multiplicity (Ross, 
Mitchell, Goodyear, Gragg, Mirci & Morgan, 2016). Fairness exists when people, despite their 
differences, share a common humanity with rights to equal treatment and a fair distribution of 
community resources (Toowoomba Catholic Education, 2006). Where conditions of social 
justice are prevalent, the expectation is that there is non-existence of discrimination and other 
unreasonable prejudices. In an endeavor to explain human cooperation, Rawls advances the 
theory of social justice as fairness. Ordinarily, Rawls (2003) set out to draft a theory of social 
justice that can give responses to questions targeting democratic societies and institutions 
concerning their conception of fairness in circumstances where citizens are expected to work as a 
unit equally and freely. Thus, the theory advocates the development of an environment where 
equality and equitable opportunities are provided for all the people in a society. Scholars like 
Rawls (2003), Carcien (2009), and Pogge (1988), have argued that the primary goal for social 
justice revolves around pledging the protection of equal access to liberties, rights, and 
opportunities, as well as taking care of the least advantaged members of society. Thus, an action 
is judged as just or unjust, depending on its ability to either promote or hinder equal access to 
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public liberties and its accuracy in dispensing benefits fairly and this includes taking care of 
members in the category considered to be the least advantaged in society. 
However, the use of equality in accounting for a socially just society is complex and contentious 
because the concept of equality is much broader than what meets the eye (Scherlen & Robinson, 
2008; Berry, 2005). Given this position where equality is complicated, it becomes unavoidable to 
demand HE to adopt and legitimize rational inequalities through its curriculum in anticipation of 
promoting social justice. To achieve the above, “Rawls' conception of social justice is developed 
around the idea of a social contract, whereby people freely agree to follow certain rules for the 
betterment of everyone, without considering the implications of these rules for self-regard” (Fia 
& Sacconi, 2018).  
 
Since people are rational beings, Rawls argues that they will agree to act fairly in line with fairly 
laid down rules within the contract to guarantee social justice because public support is critical to 
the acceptance of the rules of the game (Rawls, 2003). The moderate cosmopolitan approach to 
CE proposed for Zimbabwe’s HE system can fit well in trying to meet the demands of both 
progressive nationalism and cosmopolitanism. This is because the theory can help to seek 
rationality, identify common ground among nationalists and cosmopolitans despite their 
differences through engagement. Hence, differences rooted in race, tribe, political associations, 
class, and religion among other discriminatory classifications which threaten the creation of a 
more socially just and democratic HE system may be ironed out amicably if Rawls’ ideas are 
adopted and adapted.  
 
The theory of justice as fairness broadly aims to answer the contentious puzzle of the feasibility 
of co-existence in situations that demand realization of equal liberties, equal opportunities, and 
the ‘difference principle’ in view of creating a socially just democracy. In authenticating the 
feasibility to harmonise the three, Rawls’ succeeds in offering the following explanation: 
Each person has the same indefensible claim to a fully adequate scheme of equal 
basic liberties, of which scheme is compatible with the same scheme of liberties 
for all; and Social and economic inequalities are to satisfy two conditions: first, 
they are to be attached to offices and positions open to all under conditions of fair 
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equality of opportunity; and second, they are to be to the greatest benefit of the 
least-advantaged members of society (Rawls, 2003:42-43). 
 
What is critical and worth noting from the above assertion is that, the principles of equal 
liberties, opportunity and the difference principle, are logically ordered in terms of their value to 
humanity. In pursuit of social justice in democracy, the principle of equal liberties should be 
given a priori preference juxtaposed to equal opportunities and the ‘difference principle’. The 
rational could be that, human freedom is the key drive for the realization of opportunities as that 
would later on influence fair distribution of resources as required by different members within 
the community (Rawls, 2003). Within the context of this study, a moderate cosmopolitan 
position would ensure equal treatment of citizens in HE education systems, in terms of access to 
resources and opportunities for further development. Resultantly, the affected citizens would 
willfully cooperate for the common good and the issue of unjustified discrimination of others 
would be dispelled. 
3.1. 1 Justice in inequalities: How and when are inequalities just? 
For one to excessively claim that, just because Rawls' conception of social justice values 
equality, it must follow with the necessity that equal outcomes can be achieved in society, would 
be a too simplistic and problematic position. As entrenched in Rawls' second principle that deals 
with equal opportunities, inequalities in society are acceptable, provided that they are a direct 
result of the ‘equal opportunity principle’ (Rawls, 2003) where the victims are not initially 
disadvantaged, but have individually tilted the scale against them. For instance, inequalities 
among citizens in different jobs demanding different skills may be justified as long as the serving 
members are working following the requirements of that job. Thus, professional differences and 
inequalities based upon these professions are legitimate, since individuals enter into such a 
contract by consent.  
 
Basing on the ‘difference principle’, inequalities in society (including HE) must be organized in 
such a way that they benefit the least advantaged members of society (Rawls, 2003). That is, 
when distributing resources in society, institutions must deploy more resources to its members 
whose status is considered of less value compared to their counterparts. Thus, more should be 
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given to the least advantaged members of society, including women, the poor and the minority 
groups so that their well-being is elevated at least to the level of the others. In terms of funding 
HE institutions in Zimbabwe, more resources must be channeled to the least advantaged 
students, such as orphans, refugees and civil servants whose income is below the poverty datum 
line, and to others who lack primary goods for their survival and development (Mpofu, 
Chimhenga & Mafa, 2013). As Rawls notes, some of the primary goods worth redistributing to 
the disadvantaged groups are rights, liberties, freedom, economic resources, and social base 
(Rawls, 2003). These goods must be distributed equitably in the promotion of equality among 
citizens, to ensure that the current situation, in which the elite and their associates are unjustly 
advantaged, is reconsidered in acknowledgement of the Ubuntu philosophy virtue of 
communalism that radiates needs for compassion and caring .  
3. 1. 2 Rawls on human rights 
In a bid to address the main questions in this study, I aligned myself with John Rawls's theory of 
social justice. Although the theory has its weaknesses, it sought to account for the need to 
promote co-existence among people, despite their ontological differences. The idea of social 
justice for Rawls (2003) is not independent of the request for human rights consciousness in 
societies. Human rights awareness is an important weapon in the realization and development of 
a more socially just and democratic society. In appreciation of the need for human rights in a 
socially just society, Rawls states that:  
"A just world order is perhaps best seen as a society of peoples; each people 
maintaining a well-ordered and decent political (domestic) regime, not necessarily 
democratic but fully respecting basic human rights." Rawls (2003:13). 
Importantly stated in this assertion is the view that politics has a great influence on determining 
the quality of life. Though nation-states may opt for any form of governance, there is a 
philosophical request to ensure that the principle of upholding human dignity should be 
prioritized and be central in all human relations. The study believes that it is through good and 
just HE practices that citizens can appreciate and understand the value of human rights education 





In line with the above, it can further be argued that one’s induction into an ‘appropriate’ 
education system that targets critical aspects of being humane has the possibility of assisting both 
the ‘self’ and ‘others’ to be part of a socially just world order. This is in concurrence with 
Rawls's (2003), observation that, just societies have benefits that enable people to enjoy many 
things including freedom from slavery, torture or cruelty, inhuman treatment or punishment, 
discrimination, arbitrary arrests, detention, or exile and arbitrary interference among others. 
Thus, an exposition of Rawls's notion of human dignity through human rights awareness is 
beneficial, particularly at HE level, where students are considered to be mature enough to take up 
public positions and responsibilities. As a result, student’s encounters with societal challenges, 
including human rights matters would be considered to be crucial in directing the quality of life 
to be lived by citizens, despite their differences.  
 
A moderate cosmopolitan model of CE in theory and practice at HE level resonates well with the 
understanding that, in most post-colonial states including Zimbabwe, citizenship concerns are 
highly censored and contested. In Zimbabwe, cases of defining and redefining CE for political 
and personal expediency are many and have resulted in the perpetuation of some inequalities, as 
previously stated in Chapter One. Thus, a critical exploration and explication of HE as the 
provider of a more dignified approach to CE that can uphold human dignity in a more informed, 
just, and democratic manner is demanded for the good of humanity.  
 
However, since no one theory justice can fully account for what social justice truly is, the use of 
the Rawlsian theory of justice as fairness and the principles of social justice must not be assumed 
to be the standard measure for what would constitute social justice universally. Thus, the next 
section is a snapshot of Robert Nozick and Amartya Sen’s criticisms of Rawls’ theory of social 
justice. 
3.1.3 Criticism of John Rawlsian Theory of Social Justice. 
This section is a snapshot of some of the criticisms raised against Rawls's theory of justice. 
Although Rawls’ theory of justice has raised some plausible arguments in its defense for the 
possibility for a just society inhabited by people of multiple differences, some liberal thinkers 
find some faults in Rawls’ approach to justice. Hence, in this section, my point of reference in 
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critiquing Rawls's work is informed by Robert Nozick and Amartya Sen’s conceptions of justice 
as entitlement and capability approaches respectively.  
 
In his entitlement theory, Robert Nozick offers some criticism based on a historical theory of 
justice. The theory mainly focuses, on distribution and ownership of resources based on a chain 
of proper acquisition and voluntary transfer of primary goods which are also referred to as 
human liberties (Nozick 1974). This stands in conflict to John Rawls, who favored state coercion 
to take from the advantaged members to uplift the lives of the least advantaged. Nozick’s theory 
takes a liberal approach that allows individuals to exercise individual freedoms and autonomy in 
search for their personal goals, without being compelled to have a duty and responsibility 
towards the broader members of the society. The possible reason why Nozick disregards wanton 
distribution of one’s resources for the broader community could be that, individuals though in a 
community do not always have similar aspirations and commitment towards life. As such, 
Rawls's democratic and just society has the weakness of using and depending heavily on the state 
as the guarantor of justice by coercing distribution of the goods. This is premised on the 
continuous distribution and redistribution of resources by the state, to address circumstantial 
forms of injustices. Contrary to this, the Nozickean theory is not an end–state theory; it is not 
concerned with what just distributions ought to look like per se, nor is it concerned with the 
outcome of distributions. Major focus in dispensing justice is historical and is meant to ensure 
that there is respect and recognition of individual freedoms and rights. 
 
In addition, the entitlement theory by Nozick looks into the history of the past and present causes 
of injustice and how this can further assist in offering future solutions. By giving a historical 
theory of justice, Nozick appears to be valuing and respecting individual rights that go beyond 
mere property rights, contrary to Rawls who delves much on the need to make ‘just’ decisions by 
merely looking at what is currently owned by members without exploring the means of 
acquisition and how one arrived at the present situation.  
 
Contrary to John Rawls's conception of justice, which is guided by material goods as key 
determinant factors in developing a just society, Nozickean conceptions of rights are a bit more 
advanced in that,  they are both material and non-material (Nozick, 1974). The Nozickean idea of 
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justice is anchored more on respecting individuals’ enforceable rights or claims (Bader & 
Meadowcroft, 2011) which must neither be irrationally infringed nor be violated. These rights, 
furthermore, include the capacity for individuals to make autonomous choices and actions, which 
are not catered for in Rawls theories of justice that seek to sacrifice individual achievements for 
the benefit of the least advantaged in the group. In this way, Nozick’s rights and entitlement 
theory discusses the principles for voluntary and just holding of property which, in turn, is 
predicated upon just means of acquisition and transfer.  
 
Also, where there is injustice, Nozick proposes the principle of rectification. The principle seeks 
to correct forms of injustices that have occurred by compensating the victim in terms of what the 
situation would have been had the injustice not occurred (Nozick, 1974). Contrary to this, Rawls’ 
theory of justice falls short of this line of thinking by merely targeting and addressing what is 
considered to be an unjust situation. Failure to go into the past in trying to identify causes, 
course, and effects of one’s or group's action makes Rawls's theory a bit flawed. Through HE 
practices such past wrongs need to be factored in if HE is to remain useful in developing more 
just and substantive democracies where citizens would live equitably.  
 
Furthermore, John Rawls's theory of justice has the problem that, it promotes and allows the state 
to interfere extensively in addressing issues of justice. The state is responsible for ordering 
resource distribution to attain justice. Resultantly, this may create fertile ground for state abuse 
of power by those in authority to serve their idiosyncratic needs which may be equated to 
dictatorship. State interference, imagined by Rawls and as viewed by Nozick, has an element of 
coercion, which ultimately violates people’s rights to self-ownership and ownership of goods by 
interfering. This is premised on the understanding that, individual rights and liberties are not 
considered as primary goods since they are overridden by the broader needs of the least 
advantaged members of society. Thus, Nozick demands the role of the state to be minimal in 
prescribing matters of justice, and equally, the state has to protect and promote the rights of the 
citizens. 
 
The other weakness of Rawls’ theory of justice is linked to its silence on the need to correct 
some historical injustices as a way of establishing a just society. In Anarchy, State and Utopia, 
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(1974), Nozick refers to the rectification principle, which broadly believes in correcting 
historical and past injustices to make them right or acceptable for the parties involved. Implicitly, 
Nozick’s theory, unlike Rawls’ theory, aims to address all forms of injustices to ensure 
permanent justice is justly attainment in society. As it stands, rectification proposed by Nozick 
aims to consider the history of injustice as a way of managing and eliminating forms of injustices 
presented by each scenario (Nozick, 1974). Thus, while Rawls has laid some reasonable ground 
for the formation of a stable and just society, some of the criticisms raised through Nozick’s 
conceptions of justice demonstrate that no one theory can fully account for what a just society is.  
 
Drawing from the above propositions, my submission in this thesis is the need to develop a 
moderate approach in teaching CE at HE that can take into consideration the positive demands of 
both nationalism and cosmopolitanism for Zimbabwe to have a more stable democratic society 
that cherishes participation and embraces differences with minimal challenges.  
 
Sen (2009) also proffers some arguments that critique Rawls's theory of justice through his use 
of the Capability Approach (CA). Sen considers the diversity of both individual humans and 
many social and political variables in which they operate as key factors in responding to 
questions concerning justice and equality.  Sen (2009) uses the term ‘Capability Approach’ 
which takes human functioning as its normative principle. Human functioning entails focusing 
on expanding human capabilities in society (Sen, 1999a), to enable its members to lead lives that 
have a reason through their own choices. As averred by Chavez (2015) and Nussbaum (2011), 
the CA is concerned with what chances and freedoms are available for people to develop skills 
that will enable them to be self-defining. This refers to opportunities and choices to live lives the 
way individual people see worthy. The conditions in which individuals can convert different 
social, economic and political resources for their benefits is the major concern of the capability 
framework.  
 
Deducing from the above description of CA, the approach does not sit well with Rawls concept 
of justice which, as previously noted, promotes the welfare of others as significant and critical to 
the extent that, individual rights can be sacrificed for the good of others who might not have even 
shown some interests in improving their lives. Sen argues that the CA attempts to understand the 
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social, economic, and political environments that include the institutional arrangements and 
policies in which humans operates. Such environments are important and have a strong impact 
on contributing to people’s realization or non-realization of their capabilities (Sen, 1999a).  The 
idea behind this is that institutional arrangements either expand or restrict the freedoms and 
choices that individuals may have (Nussbaum, 2011b; Little, 2010).  
 
However, Rawls's theory does not give room for criticism of the state since the state wields lots 
of power and determines what individuals ought to do in harmony with the demands of society. 
Thus, the individual is at the mercy of society that controls and influences one’s actions. Using 
the CA, individuals are supposed to direct and influence society because society is not a living 
organism but a product of individuals with needs and capacity to use and misuse resources. 
Hence, Rawls’ theory is a bit weak in assuming that society on its own can create a just society 
while citizens remain passive. 
 
Through the CA, the rationale for putting human well-being and functioning at the centre of 
human activities is premised on the view that, humans are considered to be ends in themselves, 
whereas, resources, needs, and entitlements favoured by Rawls are taken as means to achieving 
human ends. Thus, CA is a means to expose humanity to freedom of choices socially, 
economically, and politically. Also, resources, needs, and entitlements are instruments for human 
well-being. The CA’s conception of justice focuses upon humans and the conditions in which 
they live rather than the mere establishment of just institutions as is the case with Rawls's 
approach to justice-where the state is mandated to take from the advantaged citizens to support 
the least advantaged. Sen and Kukathas, in contradiction to Rawls’ understanding of justice, 
noted that, the individuals’ well-being and actions are central in realising  how one is affected by 
the environment rather than focusing and speculating on actions and outcomes about social 
arrangements presented by Rawls, such as income levels and access to resources and 
commodities (Kukathas, 2013; Sen, 2009). In this view, Rawls’ conceptions are too constrained, 
since they are not universally applicable but are partial in the application and may incite serious 
disagreements in society (Kukathas, 2013). This is premised on the idea that, Rawls’ theory and 
conception of justice does not focus on how the individual functions in society. As Sen (2009), 
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observes the concern of the theory of justice should be on advancing human justice in society, 
through moderating injustice that affects negatively on human functioning.  
 
Furthermore, the CA, unlike Rawls’ utopian or hypothetical society starts from an already known 
and existing position. That is, the CA knows that people identify what they want and are 
conscious of their positions in society, their abilities and weaknesses and how to use this 
knowledge to better their lives (Sen, 1999).  This is unlike Rawls's theory of justice which argues 
for the betterment of people’s lives from a hypothetical position of resource distribution by the 
state (Rawls, 2003), which may suggest that individuals are passive and irresponsible citizens 
who cannot critically think on their own to improve their situations. However, it must 
categorically be stated that although Rawls’ theory has been accused of setting a framework with 
weaknesses that promote violation of individual rights and liberties, the CA does not ultimately 
reject the relevance of Rawls’ ideas in framing the possibility for a socially just society among 
people with differences. This position, fairly speaks to the Zimbabwean situation, where society 
is highly divided and an appropriate form of CE grounded on Ubuntu that would address these 
anomalies is required based on Rawls's philosophical insights as well. 
 
 In addition, the CA is understood as a people-centered theory that emphasizes the moral 
importance of humans and their freedom to pursue their own goals and ambitions (Sen, 1999). 
Thus, as a conception of justice, unlike John Rawls’ notion, CA has stirred a new way of 
understanding the role of persons in the world especially their role in institutions in which they 
live and operate. For Rawls, resources are more critical in determining who people are and this 
position is dismissed by CA on the basis that people are ends in themselves and they use 
resources as means to their ends.  Thus, a good and just life for CA followers rests on human 
beings’ ability to improve them by manipulating resources, not to wait for resources to be given 
unto them as the launchpad for individuals to improve their positions as proposed by Rawls 
(2003). 
 
3.2 Understanding CE: An overview 
Discourse on CE is dense and attracts a lot of contestations. As previously alluded to that CE is a 
contested terrain, an understanding and knowledge of various ways of understanding CE is 
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essential in the exposition of challenges encountered in attempting to pin down what CE is.  
Tibbuts (1995), argues that, CE encourages students to put into practice what they have theorized 
as a way of seeing the feasibility of what is learnt in a real society. This is vital in the context of 
HE in Zimbabwe, for this allows students to develop comparative and analytic mindsets. 
Students will be capable of making more informed decisions in heterogeneous societies in 
Zimbabwe, where tolerance is a command, if justice and democracy are to triumph. In the end, 
the approach helps students to be able to make decisions and accept responsibilities for their 
actions.  
 
What needs to be understood as one navigates through the discourse on CE is that, various terms 
are used to interpret the concept ‘CE’ and each interpretation has its philosophical assumptions 
and epistemology, which are also open to some criticism. As such, it becomes challenging for 
one to concisely point to what CE is and should be, without encountering some criticism. 
Regarding Chapter One, debates on CE are open to multiple interpretations. Literature admits 
that discourse on citizenship may be defined relative to ‘a status of individuals tied to a political 
unit’ (Olsen, 2008) and it entails the association of individuals and communes in developing 
some form of a political unit (Faulks, 2000; Walzer, 1983). For Robertson (2002), what is mutual 
to a multiplicity of interpretations of citizenship and CE is the shared association between rights 
and responsibilities. As such, citizens are obliged to exercise and mediate moral guides that 
affect them as a community of rational beings. Ultimately, the moral fibre of the society will be 
fortified, thereby opening up more space for the establishment of a more just and democratic 
society. 
 
In the ancient Greek era, CE was used as a tool to reproduce adaptive citizens who preserve the 
status quo (Lenders, Veugelers & De Kat, 2008ba; 2008a; Veugelers, 2007; Heater, 1990), and 
CE was known for its exclusionary practices which largely discriminated women and slaves in 
favor of the ruling elites and men (Barbalet,1988).  While it is generally good to be loyal to the 
state and social structures, the contention lies in irrational and blind submission to the authorities, 
to the extent that education develops citizens who cannot engage in matters that affect them as 




In Europe, the general understanding of what constitutes CE borders around what is referred to 
as civic education (McLaughlin, 1992) except for the UK where CE is understood as values 
education (Solomons & Fataar, 2011; Ross, Munn & Brown, 2007& Lickona, 1991). The term 
‘values education’ has been used interchangeably with other terms which have moral 
connotations that evoke moral attitudes and dispositions in a democracy such as human rights 
education, citizenship education, active citizenship, and moral education (Gutmann, 1996 & 
Bennett, 1992). However, despite these disparities in interpretations, CE broadly targets the 
moral and character development of persons at the individual and community level. 
 
The republican interpretation of citizenship puts more emphasis on the need to have citizens who 
can actively participate in government as the foundation for the promotion of the civic good 
(Lister & Pia, 2008). In its approach to human relations, the republican position is critical of the 
liberal perspective for its support and perpetuation of a just and democratic society based on 
developing fragmented individualities. Further criticism is leveled against the communitarian’s 
belief of holding firmly unto local identities as more important than individual rights and other 
wider civic goals beyond itself.  Thus, CE was inherently meant to instill a strong sense of the 
need for intimacy between the individual and the state (patriotism), but the state would determine 
what ought to be done or taught (Heater, 1990). This experience provides a good basis for the 
development of authoritarian governments that may thrive on citizenry’s passivity and gullibility. 
This, then, may pose strong challenges in embracing diversity, since indoctrination is the main 
method of transmitting knowledge and skills. 
 
Marshall (1950) observed that, citizenship debates are more than about duties and rights. As 
such, they should enable citizens to enjoy a certain minimum level of welfare from the state, in 
return for loyalty and services rendered by the citizen. Leveling up of processes of social welfare 
support, by providing basic social services and necessities is important for the realization of 
democratic dignity involved in the latter citizenship ideal. The same view is echoed by Beck 
(1996), who contends that public assistance is a sacred duty for the state. What emerges from 
these views is the fact that, society owes its less fortunate citizens subsistence by opening up 
opportunities and creating work for those who have no work or have nothing. Hence CE must 
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enable members to benefit from whatever will be available or taking place in society rather than 
creating some gulfs among citizens. 
 
Marshall (1950:7), further states that “the modern drive towards social equality is…the latest 
phase of the evolution of citizenship…” This claim implies that, education must provide services 
that put society at equilibrium.  This is in harmony with Rawls’ theory of social justice as 
fairness, which in principle, favors uplifting the lives of the less privileged people without 
disadvantaging the advantaged ones. 
 
In trying to develop some understanding and appreciation of CE, a cursory look at some of the 
forms of CE is important. These forms of CE are critical anchors that will help in developing the 
proposed moderate cosmopolitan model which is a mix of the existing forms of CE.  
 
Kerr (1999) provides what is conceived to be three distinctive forms of CE and states them as 
follows: education about citizenship, citizenship through education, and education for citizenship 
(Kerr, 1999). The three forms cited above are built upon Aristotle's (1947) philosophical 
framework, which classifies knowledge into three categories, namely knowledge of that which is 
propositional, knowing how which is practical and knowing why which focuses on moral values 
and human excellence (Solomons & Fataar, 2011).  
 
As such, discourse on education about citizenship is equated to propositional knowledge which 
demands one to have an appreciation and understanding of the governing structures and 
constitutional processes of civil society. While education about citizenship offers some 
meaningful insights in the theory and practice of CE, Osler and Starkey (2006; 1996) have 
criticized it for its strong emphasis on the need to merely master theories of citizenship while 
neglecting the critical element of encouraging citizens to become pragmatic. This form of CE has 
the disadvantage of merely developing citizens to behave like repositories of knowledge without 
stimulating them to become reflective participatory members in the construction of a just and 
democratic society. As shall be seen later in Chapters, Five and Six, education about citizenship 
has significantly contributed and influenced the development of passive citizens in Zimbabwe 
through teaching and learning of partisan knowledge. Citizens at various levels of society are 
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able to recite ideological discourses and theories for example on how Zimbabwe became 
independent and democracy without fully articulating and understanding the meanings of these 
utterances in practice. 
 
In addition, proclamation on propositional knowledge that referred to critical issues like human 
rights education and democracy in Zimbabwe was proposed through the Nziramasanga 
Commission Report of 1999 but it suffered a stillbirth. Could it be that, the new government 
deliberately chose to adopt this form of CE as a way of covering up its short comings in terms of 
social justice? Thus, this model on its own does not fully address the demands of the 
contemporary world of diversity where tolerance and engagement are critical, unless it is merged 
with other models in a moderate form. 
 
With reference to education through citizenship education, the understanding is that, citizens are 
taken through what is believed to be ideologically critical for them as citizens in a democracy in 
phases not abruptly. The platform for deliberations on what constitutes reality is provided 
through exposure to what society considers critical at the moment and this is designed and 
managed through the curriculum. As such, CE is taught merely to enable citizens to be conscious 
of their duties later on in society when they mature. Thus, this approach has a weakness of 
undermining the importance of individuals at various levels of development and situation and 
their capacity to influence social justice and democracy. 
 
On the other hand, education for citizenship, which addresses the ‘why’ part of knowledge, 
focuses on character/moral education which is essential in promoting the development of socially 
just and democratic citizens. Reardon (1995) opines that values are central in informing human 
rights and knowledge of moral rights is crucial to boost our appreciation of human rights. Thus, a 
proposal for a moderate cosmopolitan CE as shall be seen later in Chapter Seven, can equally 
borrow and infuse some moral insights from this model through Ubuntu philosophy that has a 
respect for human dignity. Thus, CE should prepare citizens as active members of the 





In tune with the search for more substantive participatory democracy, the feasibility of 
developing liberal-communitarian citizenship argued for by Waghid (1994) is equally defensible 
in Zimbabwe at HE level. Such a mix of communalism and liberalism anchored on the Ubuntu 
philosophy, as shall be argued and defended in Chapter Seven is equally important for a 
diversified nation-state like Zimbabwe because it acts as a conduit for the formation of a more 
just and democratic society by acknowledging limits of nationalism and cosmopolitanism.  
 
The libertarian concept of CE, views CE as a means to promote and develop active citizenry who 
can rationally challenge and question the status quo (Kymlicka, 2002). The same view is shared 
by Kincheol (2008), Freire (2005) and Ranciere (1991), who advocate CE that uncovers the 
unjust nature of society through deliberations and enhancement of critical consciousness. 
Citizenship in general puts the individual being at the center of the whole matrix in society. A 
liberal theory of citizenship emphasizes the equality of rights which each citizen holds in pursuit 
of pone’s aims and goals (Lister & Pia, 2008; Rawls, 2003), without being curtailed their 
freedom but the demands of the broader community. 
 
On the other hand, the communitarian model offers a critique of the liberal conception of 
citizenship by submitting that the individual does not exist before the community (Lister & Pia, 
2008). The individual has to abide by the dictates of the community as a way of levelling 
democracy. Thus, citizenship guided by the communitarian beliefs suggests that, human beings 
are naturally social beings and this is contrary to the liberal approach, where an emphasis on 
individual rights has the temptation to develop citizens who may neglect their responsibilities 
and duties to the community. As shall be seen in the thesis, problems of HE in post-colonial 
Zimbabwe are a result of failure to strike the balance between the individual and group rights. 
This has, ultimately, resulted in the perpetuation of the unjust and undemocratic practices as was 
the case with the colonial era.  
 
The literature further concedes that, citizenship is grounded and understood through four 
dimensions namely: rights, membership, participation, and identity (Bellamy, 2008; Faulks, 
2000; Olsen, 2013; 2008). Conversation on rights enables citizens as individuals to exercise the 
fundamental rights enshrined in persons. As argued by Faulks (2000), and Thun (2016), a person 
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endowed with rights is entitled to exercise certain rights that include voting, freedom of speech, 
religion, and the right to own property. One’s membership in a political community obliges one 
to belong and participate in society freely without fear and coercion. 
Thus, citizenship as participation would insinuate that individuals are entitled to take part in 
decisions and deliberations on matters and principles related to their well-being in society and 
this would apply to the overall organization of the society.  
 
Finally, Olsen, (2013), Bellamy, (2008) and Faulks, (2000) averred that, citizenship is also 
understood in the context of a person’s identity. Such an understanding would point to matters 
that would explain how individuals communicate and identify with the majority in the broader 
community. Mostly, these four dimensions of citizenship are generally considered as 
fundamental pillars of establishing a just and democratic society. 
 
However, contemporary societies’ views of CE have more to do with the commitment to 
communicate the determination of citizens and capture their loyalty (Canovan, 1998). A critical 
reflection on this statement suggests that current just and democratic states may regard a citizen 
as a member of a social group within society, with the capacity to actively and freely engage in 
the democratic processes. In addition, Giroux, (1983) states that CE, if properly taught, has the 
emancipatory effect that would develop citizens (students) who do not just ‘fit’ into existing 
society. A well-designed curriculum of CE, therefore, has the potential to “stimulate the 
passions, imaginations, and intellects of students so that they are encouraged to challenge the 
forces that weigh heavily upon their lives” (Giroux, 1983:351). Giroux’s observation is quite 
critical in that it promotes an education system that seeks to equip students with relevant 
knowledge, skills, and abilities to be more responsible in their interaction with ‘others’ in pursuit 
of social justice.  
 
Recently, citizenship has also been viewed in terms of the intersection of class, gender, and 
ethnicity (Siim & Squire, 2007). Scholars such as Bowles and Gintis, (1998), and McLaughlin 
(1992), have also suggested a framework for citizenship where political dynamics of the concept 
are defined in terms of an active or passive dimension. From these variations on citizenship, it is 
evident that the concept CE is elusive but remains critical in proceeding a framework for a just 
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and democratic society. Mills’ admission of the importance of women as equal members of 
society, Mill (1910) appeared to be in agreement with Aristotle on his reservations on the right 
and ability of uneducated men and women to participate in decision-making processes. In Mill’s 
view, participation by uneducated people would lead to the establishment of an unwise 
government. By the 20th century, restrictions on civic participation based on wealth, sex, and age 
collapsed in support of democracy guided by reasoning.  
 
The objective of the new Zimbabwean government upon attainment of independence was to 
develop a more democratic and just society that was tolerant of each other in addressing past 
colonial disparities and injustices (Zinyemba, 2010; Peresuh & Nhundu, 1999; Zvobgo, 1997) 
that were predominantly racially driven. Thus, the idea of CE envisaged in the first decade upon 
attainment of independence was to have CE that could stimulate and cultivate the idea of 
commonality among Zimbabweans based on respect for human dignity.  
 
Beyond this, some studies concur with the idea that, the concepts ‘citizen’ and ‘citizenship’ can 
be understood differently, both globally and locally. In Britain and South Africa, for example, 
the term 'CE' is popular in explaining the relationship between citizens and the state, while in the 
USA they have adopted the term ‘civics’ to mean CE (Butts, 1980). Again in the USA, CE is 
perceived as a societal means of enabling the youth to acquire American knowledge, skills, and 
values needed to maintain and perpetuate the republic (Gross & Dynneson, 1991). In addition, 
the American legal system grants ‘American citizens only’ the right to be elected to certain 
offices of government. Moreover, Congress and other rights within the USA’s Constitution, are 
guaranteed to everyone residing in the country, whether American or not (Gross & Dynneson, 
1991). Thus, the USA’s notion of CE as a socializing agent is, to some degree, comparable to the 
pre-colonial African understanding of CE where education was a means of inducting community 
members into acceptable members of society (Peresuh & Nhundu, 1999; Ocitti, 1994). This 
includes aliens and migrants whose rights were negotiated based on their status that was 
considered inferior in some respects.  What is striking about CE is the view that globally, every 
society believes in particular forms of citizenship as a way of keeping its members intact and 




Similarly, the Nziramasanga Report of 1999 shows, that in countries such as Korea, Japan, 
Mauritius, and Malaysia, CE curricula emphasize morals and ethics through civic virtues that 
inform national ideologies. The report further observed that in Australia, Guatemala, and 
Colombia, HE education structures are aimed at fostering self-confidence, optimism, self-esteem, 
and respect for others to enhance democratic values, including citizens’ active participation in 
democratic activities. From these experiences, it seems that students, who are the future citizens 
of society, are equipped with critical skills, knowledge, attitudes, and values that will help them 
function beyond the physical boundaries by promoting and respecting critical national and global 
values. Such a holistic approach to education can be fostered through HE practices that 
encourage students to live an examined life (Nussbaum, 2012), by engaging with others in 
making sound and informed decisions. These arguments suggest that CE has a big role to play in 
society as far as harnessing human co-existence and survival within a globalized society. 
 
Agreeing with these views, Aristotle and John Locke argued that CE plays significant and 
multipurpose roles in human life (Amilburu, & Ruiz-Corbella, 2011). However, Amilburu and 
Ruiz-Corbella, (2011), fault Aristotle’s idea of education for legitimizing the screening of 
students based on their class rather than merit. Amilburu and Ruiz-Corbella, (2011)’s 
observation concur with, Lenders, Veugelers & De Kat (2008b, 2008a), Heater (1990) and 
Veugelers (2007) who argued that a discriminatory education system may end up producing 
passive and adaptive citizens who would simply preserve the status quo without challenging the 
repressive structures. Undoubtedly, students groomed through adaptation will become loyal to 
the state without any famine and appetite for progressive criticism. Informed criticism is 
essential in helping the contemporary society to respond and fit into the contemporary global 
challenges of diversities that demand engagement, tolerance, and co-existence if social justice 
and democracy are to remain useful. Thus, the following section is concerned with what 
literature says on HE as a precursor to democracy. 
 
3. 3 Discourse on HE 
Although discourse and narratives on HE is abundant, debates on the link between HE and 
principles of justice and democracy are equally contentious. From history, HE was perceived as a 
means towards increasing social betterment and the effective mastering of technical skills, which 
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was a condition for social recognition in the struggle with the more traditional professions (Ben-
David, 1977). The university as an agent of HE was discreetly seen as an emblem of state-
building.  The idea of the university as the highest educational institution is rooted in and linked 
to Plato’s academy (founded around 387–385 AD) which was constituted as a community of 
people with a multiplicity of activities that included learning and studying, discussion and 
rigorous concentration, discussion and teaching, discovery and reflection Kearney. (2009). The 
Aristotelian route demands a university to remain true to its principles in mounting student 
thinking and understanding in the broadest sense and at all levels and types of study (MacIntyre, 
2009).  
 
In their pursuit of alternatives to the traditional idea, several philosophers began working on 
ideas for a new university. For instance, some scholars propagated the idea of HE in the context 
of the ‘post modernism’ (Smith & Webster, 1997), or ‘virtual’ (Robins & Webster, 2003), or 
‘ecological’ university (Barnett, 2010). The concept of the ‘multiversity’ (in America) also 
appeared in an attempt to transcend the concept of the university per se (Kerr, 2000). With these 
variations, one can hardly point to the specific notion of HE as the ultimate reality without 
merging various conceptions of what really HE stands for. 
 
Habermas, (1988) locates the idea of the university from Humboldt to Jaspers and concluded 
that, the traditional university was not dead (although it had been stretched to its limits) but that 
the conditions under which it was operating were far more complex and its reform was therefore 
inevitable. Equally, Bourdieu, (1996) criticized the dynamic transformation of the university 
environment through such relevant concepts as cultural capital, power and control, and the 
serious consequences of these on the nature of ‘homo academicus’. In response to the crisis in 
the University of that time, Habermas thought of developing a curriculum that was tolerant of 
communicative rationality, as a way forward to restore the status of a university. According to 
Derrida, (2006), there is a need to develop an autonomous university where academic freedom to 
express oneself in pursuit of truth was augmented.   
 
Later on, in the mid-nineteenth century, the work of Humboldt influenced scholars like Cardinal 
John Henry Newman, whose ideas and contribution to university viewed a university as a 
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‘temple’ of the highest knowledge and science, which should be protected and developed 
through not mere studying (Newman, 1852).  In his book titled: The Idea of a University (1852, 
ix) Newman avers that: a university is:  
“a place of teaching universal knowledge. Thus, the university’s mission was to 
sharpen the intellectual culture and to shape its students’ intellects, not their 
practical skills for their future vocations” (Newman, 1852: 125-126). 
 
The ‘new knowledge’ provided by HE was appropriated by small, enlightened elites in their 
quest of social and political leadership: doctors offered the cure for social illnesses, engineers 
promised the wonders of social planning through urban engineering and big construction works, 
lawyers had the formula for constitutional reform and state organization (Schwartzman, 1992). 
From Thomas Jefferson to Dewey and Wright, Mills’ tradition has been exalting the importance 
of education as essential for democratic public life. From this angle, one can easily pick the 
cosmopolitan nature of university education from the onset of a critical element currently 
contentious in Zimbabwe’s HE system as shall be seen in Chapters, Five and Six.  
 
A German university was founded in 1872 with the explicit intention of integrating the new 
province into Germany (Paterson, 2001). After the German university was shut down in 
December 1918 and a French institution set up just a month later, professors came from all over 
France “committed to their nation-building mission” (Craig, 1984:224).  
 
It can be argued that the historical determination of universities included intrinsic and extrinsic 
qualities which form the very heart of HE, where intrinsic qualities incorporate the search for 
truth and the pursuit of knowledge whilst the extrinsic qualities comprised the universities' 
ability to respond to the needs of the societies of which they are part (Roots, Impact, Higher, 
Author, Source, Dependency & Url, 2016). It was in this spirit that the model of the modern 
university was conceived by Wilhelm von Humboldt, who alleged that, the kernel of the 
university was derived from two basic principles: (1) a community of scholars dedicated to 
intellectual work who would (2) perform this work as an end in itself independent of its practical 
use or prospects (Humboldt, 2010). Thus, education driven by Humboldtian philosophy became 
a community project where both the ‘educand’ and ‘educantee’ would participate together to 
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preserve the culture of the society. In doing so, the aim of education was designed to build a 
citizen of a nation-state who was educated in the sense of being familiar with one’s society. 
Hence, university was a center for the preservation of culture. 
The establishment of Western-type universities in non-European societies since the late 19th 
century was the continuation of the process of institutional and cultural diffusion. Whenever 
universities were copied or adapted, they brought not only their institutional arrangements, but 
also their values, ways of thinking, curricula, and often their language (Mazrui, 2005; 
Schwartzman, 1992). Universities have been associated with the principle of enjoying autonomy 
and freedom (Latif, 2014;   Stoica & Safta, 2013; Ngara, 1995). This enabled them to execute 
some of their key functions, which include `the ability to sharpen human consciousness, 
developing intellectual faculties, developing human skills and pushing for the development of a 
conducive environment unfettered by government rules and regulations (Wayne & Rich, 2007; 
Ogude, Heather, & Oosthuizen, 2005).   
 
 In Europe, professional education in the universities came as part of a broad process of social 
mobility linked to industrialization and urban growth, leading to an effective broadening of the 
social structure by the emergence of a new and larger middle class. However, in many non-
European societies, on the contrary, HE expanded very rapidly in a pattern similar to that of most 
Western societies (Shizha & Kariwo, 2015; Schwartzman, 1992). The rhetoric of universalism 
favoured by academics, universities and other institutions of HE has been closely associated with 
the state and nationalism (Nussbaum, 2002; Paterson, 2001). In many non-European societies, 
HE extended very much on its own, creating the conditions for a history of political mobilization 
and radicalization of the educated, which only occurred in Western countries at a much later 
stage, and with much less intensity (Schwartzman, 1992). 
 
In Prussia, the University of Berlin was founded in 1809 by Willhelm von Humboldt, (Paterson, 
2001). The implications of Humboldt’s idea of the university as an agent of cultural change 
became the upholder of the nation’s culture and its excellence (Neave, 1979a). The national 
universities in places such as Wales and Finland acted as surrogate national assemblies, 
educating the bureaucrats and intellectuals who, in the classic manner of romantic liberalism, 
were believed to be able to shape the nation more profoundly than legislators ever could 
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(Paterson, 2001). As such, the university, with its distinguished collective ethics, becomes a 
means of bridging between locality and the state. This is premised on the general principle that, 
the university stands at the apex of the education system as a place for the pursuit, production 
and dissemination of knowledge.  
 
By international standards, any institution ascribed as a university is inherently meant to assume 
and serve both local and global roles Kearney (2009) in addition to the commitment of enjoying 
autonomy and academic freedom as well as preserving the idea of being a self-motivating and 
self-perpetuating institution (Ngara, 1995). The deduction one can make from the above 
assertions is that, by nature, a true university is determined by the history and the environment 
where it is situated. Hence we can talk of a university in Zimbabwe or of Zimbabwe depending 
on services being offered whether they are representative of the locality or globe.  
 
Ngara (1995) cites examples of land grant universities in the United States, such as Michigan 
State University, which were meant to play a pivotal role in agricultural and industrial 
development. Further examples are the Imperial College of Science and Technology in London, 
which was a key factor in Britain’s military strategies and successes in the First and Second 
World War, and the University of London, which reflected the interests and character of the 
British Empire and, consequently, had a significant influence in the development of education in 
Britain and the colonies. Also, it has been observed that, a proper university should be a self-
evaluating and self-renewing institution; it should be responsible for maintaining and improving 
itself. By his admission, Ngara (1995), points out that, often external pressures affect the entire 
fabric of the university system, such as government demands which can come in the form of 
promulgating Acts of parliament that affect the operations of universities or alter modes of 
financial support.  
 
Basing on trends in current academic life, the original and traditional ideas of the university and 
academic life has changed greatly influenced by neoliberal ideologies which have given a new 
meaning and face on HE. This process now seems to be reaching its height in the context of 
globalization and the so-called information society where HE is categorized as goods or 
commodities on the market that can be pursued by individuals for their gains (Steck, 2003) 
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contrary to the public good view which historically cherished HE for promoting social justice 
and democracy in the society (Walker, 2018; Leibowitz, 2012; Singh, 2012). The term ‘public 
good’ is very broad and can include a variety of ideologically informed positions. For Leibowitz 
(2012), public good has a concern with equal participation by all citizens, guided by principles of 
mutual caring for each other. In that relationship, human beings are treated as ends in 
themselves, not merely as means to an end (Sebo, 2005; Neumann, 2000). Recognition and 
enhancement of public good as essential mechanism to establish just societies would thus 
supersede the mere acquisition and possession of material goods as suggested by the capabilities 
approach (Walker, 2018; Hall, 2012). This could be achieved and enhanced by advocating the 
support of the public good in terms of how people or groups think and behave towards the self 
and others in terms of being critical, caring and humane (Waghid, Manthalu, Terblanche, 
Waghid, & Waghid; 2020; Marginson, 2011; Leibowitz; 2012). Thus, HE as a public good in 
support of social justice and deliberative democracy is meant to serve the interests of all people 
despite their positions in society. 
 
The idea of the public good referred to above, suggest a set of societal interests that are not 
reducible to the sum of interests of individuals or groups of individuals. In essence, public good 
would determine a common space within which the content of moral and political goals like 
democracy and social justice can be negotiated and collectively pursued (Singh, 2012). Possible 
implications to HE could be that, HE must have an emancipatory and broad-based social and 
political agenda. My argument proceeds from the position that, the responsiveness of HE to the 
general and specific needs of the economy, is a subset of a more complex and multifaceted 
notion of responsiveness.  
 
Literature admits that, in the contemporary global market, the survival of developing economies 
requires HE to produce knowledge and skills relevant to participation in a global economy on 
fiscal and social terms that largely ignore history and circumstance (Singh, 2012). Within such a 
global paradigm, the efficient reconfiguration of HE is seen as vitally necessary for the new 
knowledge and skills base to be produced. The role of HE in facilitating social benefits is viewed 




As a public good, HE has the propensity to generate knowledgeable people who can think and 
contribute more critically (Botman, 2012; Habermas, 1996) by bringing material well-being to 
the society and the graduates (Association of Commonwealth Universities, 2011). In addition, as 
a public good, HE opens up prospects for social and educational mobility for previously 
disadvantaged students and their families (Hall, 2012). Thus, it (HE) can bring both material and 
intellectual benefits to the individuals and society.  
 
The individual may gain status, promotion and earn more, while society through students being 
taught and researches would also benefit, thereby enhancing and contributing towards the 
construction of socially just and democratic societies. Hence, I am persuaded to aver that, the 
potential to achieve this democratic and socially just society resides on the capacity of HE to 
deliberately transmit worthwhile knowledge.  
 
Besides, when HE takes on its mandate of research, teaching and community interaction, it must 
be stimulated with the hope to serve the community and humanity justly and shun unjustified 
discriminatory and exclusionary practices. Furthermore, just and democratic practices in HE 
must be demonstrated during engagements within the university itself as well as during public 
engagement with the broader constituency.   
 
In so doing, HE’s potential to contribute towards the public good cannot be ignored and this 
potential embedded in HE is surrounded by several constraints. Badat, cited in Leibowitz (2012) 
observes:  
Higher education holds the promise of contributing to social justice, development 
and democratic citizenship. Yet, this promise often remains unrealised and 
universities, instead, frequently continue to be a powerful mechanism of social 
exclusion and injustice (Badat, 2010:6). 
 
The above assertion may point to discriminatory practices in HE that come in different forms, 
such as withdrawal of funding for HE, especially in Zimbabwe, where students across all 
sections of society are required to meet their HE expenses, specifically tuition, accommodation, 
transport, and ICT gadgets. Recently, with the COVID 19 pandemic, state universities such as 
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Great Zimbabwe University, after the abrupt closure of education sectors throughout the country 
have blindly decided to continue teaching by introducing Google classroom, WHATS UP 
platform, and email. Whilst the idea of e-learning is a welcome development, in this case where 
it was fast tracked in response to the pandemic, without taking due consideration of the student 
and staff plight,  it acted  as a form of an injustice because only students and staff who are 
economically stable can benefit and deliver respectively. But knowing very well that 
Zimbabwe’s economy has been nose-diving and the majority of the students who join state 
universities are from the poorest families (Hwami, 2014;  Bennell & Ncube, 1994), the 
probability of such students, especially in rural Zimbabwe which is unelectrified, to succeed with 
education, will be slim. Thus, only the economically advantaged citizens will benefit. 
 
The legacy of public good discourse has also vanished in US universities as HE reinvents itself 
by giving in to the demands of the market place (Blumenstyk, 2002). This is evident in that, the 
attainment of HE qualifications has now shifted, with students rushing to take courses and 
receive professional credentials that provide them with the status they need to sell themselves to 
the best bidder. Equally, the shift of the role of HE in response to the neoliberal approach has 
affected HE profession in that HE educators like professors have been equated to ‘academic 
entrepreneurs’ and knowledge has become a source of financial capital (Steck,  2003). 
 
 However, the tension between market-driven logic and  HE as a public good, has made other 
educators find a balanced approach to HE and they have  argued that, HE must continue to serve 
its dual role as a public good  and autonomous  sphere  for the development  of  critical  and 
productive  democratic citizenry (Giroux, 2002; Aronowitz, 2001; Giroux & Myrsiades, 2001). 
A question may be raised as to who should take the lead in front attempts at finding durable 
answers to post-colonial states’ challenges with CE as a tool to addressing  problems of the 
contemporary era. Although numerous suggestions come to mind, ranging from socio-economic 
to political dimensions, I allocate this critical role to the HE sector precisely, the university. My 
position is premised on the thinking that HE has the central mission of producing, managing and 




Literature states that, universities possess three overlapping obligations, namely: teaching, 
research, and outreach (Jongbloed, Enders & Salerno 2008), with the third mandate (outreach) 
comprising the integration of university activities into society and the economy (Ssebuwufu, 
Terallynn, & Margaux, 2012). In a way, HE in Africa should as well act as fundamental 
contributors to the socio-economic and political development of any given society through their 
role as producers of knowledge, skills, and innovations needed to drive their respective national 
economies (Salmi, 2009; Sawyerr, 2004; Altbach, 2003; Mamdani, 2001; Mazrui, 1975), in a 
socially just and democratic manner. Differently, universities are expected to be proactive and 
cease to be the ‘ivory towers’ (Ogude, Heather, & Oosthuizen, 2005). Such an ideal poses 
challenges in the context of HE in Africa, (Zimbabwe specifically) where the relations between 
HE and the government is a mix of fortunes and confrontations as a result of what I perceive to 
be some skepticism on the part of the government in terms of what counts as relevance 
knowledge in terms of research, production and distribution. The following section offers some 
insight into the idea of HE based on Africa’s experiences and her encounters colonialism. This is 
critical in setting the stage for the historical account of Zimbabwe’s idea of HE which came 
much later after other post-colonial African countries had their own experiences of which 
Zimbabwe, through its international graduates was expected to have borrowed a leaf to avoid 
recurrence of similar problems. 
 
3.4 Contextualizing post-colonial African HE 
The debate on HE in Africa is historical and contentious. There are Eurocentric and Afrocentric 
perceptions concerning the origins of university education in Africa. However, such a debate will 
not be followed in this thesis and focus will be on what literature says about those institutions of 
HE. Literature admits the existence in Africa of pre-colonial and pre-modern organizations 
which can be trademarked as universities (Teffera, 2014; Abdi, 2011; Lulat, 2005), because of 
the functions and purposes they served which could not be separated from what is currently 
believed to be the epitome of HE. As observed by Ajayi, Goma & Johnson (1996), the genesis of 
HE in Africa as a civic of scholars with a universal focus developed in the last two centuries BC 
and AD in Egypt. These institutions, in terms of performance and functionalities, fulfilled 
purposes like those of European universities (Assie-Lumumba, 2005; Lulat, 2005) although 
colonial writings would want to associate the universities of these pre-colonial African 
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institutions with the advent of British colonization of Africa (Betts, 2004; Duara, 2004). By 
associating HE in Africa with the colonial project and dismissing the Afrocentric dimension of 
HE as original, there is an obvious temptation and threat to endorse the superiority and inferiority 
complex between whites and non-whites. Resultantly, the current undemocratic practices and 
social inequalities could be traced to this colonial era where platforms for justice were already 
compromised. 
 
The notion of HE during the colonial era in Africa had a destructive attitude towards pre-colonial 
forms of HE and this was exhibited in the form, structure and content of HE that  (Stambach, 
2010; Ogot, 2009;Wa Thiong’o, 1981)  
 
As such, HE programmes during the colonial period were designed merely to advance the 
imperial powers’ interests as the alpha and omega of what HE is. On the contrary, literature is 
abundant that suggests the existence of a number of HE centers in pre-colonial Africa, where 
learning centers in Ancient Egypt like the Qairouine University at Fez in Morocco and Al- Azhar 
in Cairo, as well as Timbuktu in Mali (Abdi, 2011; Asante, 2009; Zeleza, 2003) were erected as 
centers of academic studies. At pre-colonial centers of HE such as Timbuktu and Al-Azhar 
(Mazrui, 2005), the curriculum was pregnant with religious values that were meant to address 
what one would regard as a morally just society. The conclusion one can derive from this history 
of pre-colonial HE in Africa as Marah (2006) notes would be that, Africa had her own 
intellectual practices and inheritance to draw from. The colonialists are alleged to have just 
replaced these local traditions with the Western forms of education, whose roles in some cases 
were in direct conflict with the long-term interests of African states (Lulat, 2005). Hence it 
would be preposterous for one to entirely credit origins and benefits of HE in Africa to the 
theatrical advent of colonisation. 
 
There is a general agreement among scholars to the effect that, upon the attainment of 
independence, most African states embarked on a chapter of speedy expansion of education, and 
HE was not spared (Assie- Lumumba, 2006; Kanyongo, 2005; Zindi, 2004). By expanding the 
education system, African governments were opening up more democratic space for its citizenry, 
who were previous victims of the colonial injustices that predominantly authored and sanctioned 
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inequalities and discrimination of non-whites (Abroakwaa, 2017; Maravanyika, 1990; Rodney, 
1973). Consequently, the new governments injected a lot of human capital development into HE 
anticipating that HE was going to be the hub of social, economic, and political development of 
the society (Zinyemba, 2010; Zeleza, 2005, Zindi, 1995). The relations between government and 
HE can, thus, be understood as cordial for they were complimenting each other in terms of social 
responsibilities. In addition, the autonomy of HE in terms of management and research was 
encouraged and well supported by the state, which ultimately resulted in academics earning high 
respect from the communities (Mlambo, 2005; Bujra, 1994). The key and determinant factor for 
the harmonious relations between government and academic staff in HE was that, there were 
mutual trust and relationship between the two, in terms of service delivery. 
 
However,  the global crisis of the mid-1970s were partially responsible for the tearing apart of 
the friendly relationship due to the misgovernance, nepotism, corruption, fronted by the ruling 
elite and the general economic recession which could not be tolerated by the academic 
community (Mlambo, 2005). This post-colonial African experience of misgovernance and 
corruption did not spare the government of Zimbabwe. In respect to this, the Zimbabwe National 
Association of Students Union (ZINASU) President, in a letter to government officials, 
denouncing corruption in the government sector noted that, corruption had become a sanctuary 
of the rich and the powerful and it was the poor and powerless students and their families who 
were suffering from the effects of corruption (Machipisa, 1998).  
 
Normally, what is logically expected of a system that deviates from the given norms and 
practices is rebellion. The academic communities became critical of the system. As expected of 
any irresponsible but pretentious regime, the government responded by clamping down on 
dissent and its critics, accusing them of being subversive elements that deserved to be silenced 
(Cooper, 2002). Resultantly, the stage for cultivating deliberative became futile. 
 
As a measure to halt the economic troubles which could not be resolved through local 
confrontations, most African countries incorporated the World Bank (WB) and the International 
Monetary Fund (IMF) policies, whose economic structural adjustment programmes (SAPs) 
would perpetually require governments to institute austerity measures that included cutting social 
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spending and to implement cost-recovery measures for social services, including HE (Mlambo, 
1997). Although on paper the measures appeared to be legitimate in driving the economy 
forward, in practice they were undemocratic and unjustified because the policies were directly 
tearing apart the garment of hope that ensured equal access to education by citizens in a 
democracy. For instance, the decision to withdraw HE funding as a cost-cutting measure 
(Machipisa, 2018; Hodgkinson, 2013; Hwami, 2012; Chikwanha, 2009) acted as a blank cheque 
that ensured that the previously disadvantaged groups would not access HE, typical of the 
colonial era that systematically used race to discriminate nonwhites. Besides, the decision by the 
government to implement WB and IMF policies was ill-timed conspiring that, HE was still in its 
embryonic stages. As such, it (HE) required constant and consistent support to develop into 
proper universities that would efficiently meet the social responsibilities expected of HE. Thus, 
the government’s rapid adoption of the donor-induced funds and the dependency syndrome 
peddled by WB and IMF were partly a recipe for the disaster which contributed to the systematic 
deterioration and demise of HE within a short space of time, soon after independence. 
 
The collapse of HE in Africa, in response to WB and IMF policies, manifested in various. The 
slashing of staff salaries and the general subsidies for students resulted in massive 
demonstrations and strikes, which culminated in continuous closure of universities at the expense 
of the universities’ core business (Zeleza, 2009; 2002; Arbo and Benneworth, 2007). Resultantly, 
Dei and Asgharzadeh (2002) note that, while some academics opted to abandon basic research in 
pursuit of a better-paying world of consultancies, others left for greener pastures, mostly abroad. 
As such, HE in Africa became a fertile breeding territory for specialists to service other 
communities at the expense of their people. 
The academics who remained were merely baby- seating the institutions, with some, as 
Chachage, (2001) notes, using HE premises purely as platforms from which to launch their 
private businesses or work for international donor organizations.  
 
In concurrence with the above, Mlambo, (2005) notes, ‘By focusing on donor-driven consultancy 
research, such academics might as well have been part of the brain drain to Europe and America 
because, while they remained physically in Africa, they were not contributing to knowledge 
production and were, in any case, psychologically absent,’ What the above claim insinuates is 
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the idea that HE in Africa had lost its texture and standing as an institution of a public good 
because all critical elements that give HE meaningful quality were collapsing. For Mlambo, 
(2005), the dilapidated description of HE explained above, does not exonerate once-colossus 
universities in Africa, such as Makerere in Uganda, Dar-Es-Salaam in Tanzania, Ibadan and 
Ahmadu Bello in Nigeria and the University of Zambia. Thus, one needs to take cognizance of 
the fact that, when Zimbabwe attained independence in 1980, there was already a well-
established pattern of the rise and decline of institutions of HE in Africa.  
 
However, with this background history, one would have expected the country under study 
(Zimbabwe) to take advantage of the experiences of a number of the countries’ graduates from 
these renowned universities in guiding and insulating Zimbabwe’s HE system from facing the 
same predicament. As shall be seen later in Chapters Five and Six, the hope proved to be sterile 
because just after the first decade of independence to date, Zimbabwe had replicated the 
experience of the other countries on the continent and is still currently battling to recover. 
 
From the above expositions which are in tune with the search for more substantive participatory 
democracy, the feasibility of developing liberal-communitarian citizenship argued for by Waghid 
(1994), is equally defensible in Zimbabwe at HE level. Such a mix of communalism and 
liberalism anchored on Ubuntu philosophy, as will be argued and defended in Chapter Seven in 
the form of defense for a moderate cosmopolitan approach, is important for a diversified nation-
state like Zimbabwe, in search for a more just and democratic society. 
 
3.5 Summary 
The chapter has presented the Rawlsian theory of social justice as a theoretical framework that 
guided the study. It was noted that social inequalities in society can be addressed through social 
redistribution of resources by taking from the advantaged to level the ground of fairness with 
their counterparts in unfair positions. Through reasoning, the chapter noted that inequalities can 
be justified and human rights awareness is equally critical in promoting democratic and just 
societies. Notwithstanding the contributions of the Rawlsian theory of justice, the chapter used 
the Nozickean philosophy of ‘entitlement theory’ and Amartya Sen’s capability approach to 
expose the reservations in depending absolutely on Rawls’ interpretation of social justice in a 
103 
 
cosmopolitan society. Furthermore, the chapter offered an overview of what literature says on 
the concept CE and HE, before an explication of HE in post-colonial Africa. The following 
section focuses on the conceptual analysis and the research paradigm as a package that informs 































CONCEPTUAL ANALYSIS AND RESEARCH PARADIGMS 
4.0 Introduction 
This chapter is a philosophical analysis and elucidation of the nature and form of CE in 
Zimbabwe's HE systems. The approach is qualitative and seeks to conceptually analyse and 
reflect on ideas that underpin debates on the nature of CE. The study adopts a conceptual 
approach guided by the Interpretivist Hermeneutics Research Paradigm. As a conceptual study, I 
will analyse and make reference to some of the written texts, policy documents, journal articles, 
public statements, and official communication. 
   
4.1 The nature of a philosophical approach 
Researchers in any discipline take a position regarding their perceptions of how things are and 
how they work. In analysing what reality is in a given context, in this case- what, how, and why 
a search for CE is critical in society, one gets to know the essence of 'being' in our understanding 
of CE. Philosophy, as a discipline on its own, is a logical method that depends highly on 
cognition, reflection, and critical analysis of issues (Akinpelu, 1981). Analysis and reflection in 
philosophy are quite essential and act as the bedrock of all methodological philosophical 
assumptions and explanations. The philosophical approach used in this study will consist of 
describing, critically analysing, and interpreting principles in the debate on nationalism and 
cosmopolitanism and how they influence CE in Zimbabwe's HE. Although the philosophical 
approach to research has been broadly criticised in some circles and has earned less respect 
compared to the empirical approach (Ndofirepi & Shumba, 2012), in this study, this argument 
does not hold water.   
 
Firstly, when a philosopher describes and analyses issues, he or she does not blindly make 
references to such claims. Instead, they rigorously engage with data used and draw out 
conclusions about reality (Langer & Beckman, 2005). Secondly, philosophers engage in 
systematic sorting out of contradictory positions and exposing some of the incoherencies that are 
hidden from the common eye (Liedman, 1989). To this end, the use of a philosophical research 
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paradigm assumes the adoption of the conceptual approach and interpretive hermeneutics 
paradigm.  
 
Using the philosophical conceptual analysis, the study explored various interpretations that 
include analysis, clarification and justification of claims made, and assumptions attached to CE. 
Basing on the insights from the literature, the thinking is that, the study gives a more informed 
and appropriate policy on the need to have a more substantive approach to CE to be offered at 
HE. It requires researchers to look beyond constructed and reconstructed meanings. This allows 
researchers to interrogate and disrupt existing theories so that they might contribute to new 
knowledge - as required by postgraduate studies.  Conceptual analysis as a plausible approach to 
the analysis of the nature of evidence involves conducting a close examination of the arguments 
and conclusions of others who have written about the properties, functions, and role of evidence 
in different contexts, such as historical and legal among other contexts.  
 
Also, conceptual analysis is a technique that treats concepts as classes of objects, events, 
properties, or relationships. As observed by Furner (2006), the technique involves precisely 
defining the meaning of a given concept by identifying and specifying the conditions under 
which any entity or phenomenon is (or could be) classified under the concept in question.  
 
Another credible approach to the analysis of the nature of evidence   involves conducting a close 
consideration of the arguments and inferences of others who have written about the properties, 
functions, and role of existing evidence and other contexts (Furner, 2006). As such, one can 
deduct that, the chief reason for using conceptual analysis is to understand the meaning of an 
idea or concept. This will ultimately determine how that idea or concept relates to other 
philosophical problems. As such, in this study, the various concepts that relate to CE at HE were 
analysed to provide a stable ground in an appeal for a moderate cosmopolitan position. These 
concepts include Ubuntu, nationalism, cosmopolitanism, social justice, and democracy.  
 
Apart from this, one of the reasons in using conceptual analysis as a technique of inquiry into 
any field of study like CE is to improve people's understanding of ways in which various 
concepts are used by different people in different situations to communicate ideas about the 
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importance of CE in a democracy and the formation of a just society, among others. Kumar, 
(2014) avers that, content analysis is a method of analysing written, verbal or visual 
communication messages. In this study, information is gathered through a literature review of the 
concepts related to the theory and practice of CE, locally and globally. Besides, theories related 
to notions and principles of CE from the colonial era to date, among others, will be used to 
account for the dynamics of CE in Zimbabwe.  
 
While every research is bound to produce certain knowledge claims, in philosophy, the existing 
principles are meant to help the researcher discover the reality. Discovery of evidence is central 
to every philosophical research, not a mere confirmation. What further needs to be emphasised as 
previously noted is that, debates on CE are historical and contentious. This study, is equally, an 
interrogation of CE as a way of establishing how, why, and what CE is, especially at HE in 
Zimbabwe. Thus, it is thorough the levels of analysis based on considerable evidence that 
scholars have contributed to CE debates that informed the direction and limits of the study. 
 
4.2 Philosophical influence of hermeneutics 
For any research to be more informative and gain some authenticity and credibility, it must be 
directed by certain patterns which are popularly known in research as paradigms. Paradigms are 
known to be important for a multiplicity of reasons. For instance, paradigms provide the basis for 
beliefs and they dictate for scholars in a particular discipline, influence what should be studied, 
how it should be studied, and how the results should be interpreted (Kivunja & Kuyini, 2017). 
This study applied the interpretive paradigm to derive a rich and meaningful understanding of the 
nature of CE in HE to address the research questions in Chapter One.  
 
In constructing and interpreting the meaning of what reality entails, the study referred to the 
theory of hermeneutics. The term ‘hermeneutics’ is derived from a Greek verb, 'hermeneueuein', 
which means to interpret. It is also connected to the noun 'hermeneia', or meaning interpretation 
(Hunter & Schmidt, 2014; Bryne, 1996). Thus, etymologically, hermeneutics is understood as a 
theory and practice of the interpretation of meaning (Bleicher, 1980). Gadamer's theory of 
philosophical hermeneutics amounts to a sustained argument for a view that one might call ‘anti-
objectivism’ or ‘interpretive pluralism’, whose view holds that, in understanding a text, historical 
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event, cultural phenomenon or perhaps anything at all, objectivity is not a suitable ideal because 
there does not exist any one correct interpretation of the phenomenon under investigation 
(Ricoeur & Thompson, 2016; Weberma, 2000). As such debates on CE and HE practices in 
Zimbabwe are contentious in that, a number of socio-economic and political issues influence 
what would constitute a socially just and democratic form of CE. This study demonstrates how 
Gadamerian philosophical hermeneutics provides a sound methodological framework in 
understanding CE debates in Zimbabwe.  
 
Literature acknowledges that, the word ‘hermeneutics’ is also historical and multi-layered. For 
instance, Zimmerman, (2015) and Laverty, (2003) believe that, this word came from 'Hermes', 
the messenger god of the ancient Greeks who acted as an interpreter between the gods and the 
people. As argued later, the word mutated to mean different things at different times and places, 
including the interpretation and /or analysis of hidden meanings of phenomena.  
 
In the beginning, hermeneutics emerged as a response to the debate about interpretations of 
biblical scriptures (Porter & Stovell, 2012; Friesen, Saevi & Henriksson, 2006; Byrne, 1996). 
However, some reformists (Roman Catholic Church) later believed that some form of the true 
meaning of the biblical texts could be derived from contemporary and ordinary readers (Hunter, 
2006). This line of argumentation was followed by a new view of the hermeneutics of Freidrich, 
which focused on interpretation and analysis of text hoping to re-create the original intention of 
the author without being limited by the lenses of historical tradition or contemporary culture, 
(Hunter, 2006). Later, Schleiermacher, (1998) developed a notion of hermeneutics which 
followed the reformist perception, whose form of interpretation was influenced by historical 
analysis of texts (Von Zweck, Paterson & Pentland, 2008; Hunter, 2006; Crotty, 1998; Byrne, 
1996). 
 
 Von Zweck; Paterson, and Pentland, (2008) have observed that, hermeneutics serves as a 
strategy to address a broad range of research questions. This   explains why the researcher opted 
to use it in the study, because the research questions raised attracted and navigated through 
various aspects that affect the understanding of human beings as moral, social, economic, and 
political beings. Thus, the meaning and scope of the term ‘hermeneutics’ is perceived to be an 
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important consideration in a research study that concerns itself with interpretation (McManus 
Holroyd, 2007). Truth and perfect knowledge of a thing are acquired by viewing it in the context 
of its original position before it is availed to the public for interpretation. As Merleau-Ponty 
(1962: viii-ix) notes: 
“For if to return to the things themselves is to return to that world which precedes 
knowledge… then to define the term 'hermeneutics' without looking at the 
evolution of its meaning across history would be to devalue the very essence of 
this concept's being…” (Merleau-Ponty, 1962: viii-ix). 
 
The above narrative demonstrates that, what we claim to know about objects of knowledge 
concerning CE is a product of various changes and interpretations based on people's experiences. 
Experiences are critical in shaping and defining what is to be known. Since human experiences 
are not static, our understanding and knowledge of CE in the context of what is entailed by 
democracy and social justice through HE may be bound to be different. Thus, understanding of 
CE can be shaped by what individuals have had and /or are experiencing.  
 
In fully investigating and grasping the object under study, the historical analysis emphasised on 
the need for critical inspection of the object in its historical context. This helped in realizing the 
author's clear intentions, by critically analysing the texts within the view of their historical 
framework. Furthermore, in this context, by trying to understand matters of CE in Zimbabwe's 
HE systems, it was logical to take into account the prevailing historical and contextual matters. 
An analysis of the factors which influence construction, theory, and practice of CE in 
Zimbabwe's HE systems becomes critical in exposing the partisan, unjust and undemocratic 
practices perpetrated by the state and the elites. Hence, the applicability and weaknesses of 
Rawls theory can be measured basing on the existing literature and other sources relevant to the 
study.  
 
 To this end, this study will dismiss a total description of debates on CE, because the subject of 
CE is highly contentious and involves the dynamics of history and human relationships that are 
subjective. Moreover, debates on CE in Zimbabwe cannot be fully understood without a deeper 
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analysis of people's knowledge, attitudes, and practices with regards to CE. The way people are, 
and the quality of education they receive can hardly be separated because the two are the same. 
  
Thus, the possibility for a common understanding is critical for defending the proposed 
'moderate cosmopolitan CE' in Zimbabwe's HE. The argument is that, if Zimbabwe's current 
partisan and nationalistic education and radical cosmopolitan notions of CE are blended, a more 
inclusive, democratic and just society anchored on Ubuntu will emerge.  
 
Gadamer accentuates the significance of investigating the historical and cultural consciousness 
entrenched in objects (Hunter & Schmidt, 2014; Bryne, 1996).  For Gadamer, in attempting to 
construct a deeper meaning and understanding of reality, emphasis should be more on the notion 
of revealing the biases of both the object and the subject. The position adopted by Gadamer 
appears and sounds quite essential and rational in the sense that, it forces researchers (like me) to 
continuously account for individual and group prejudices during research. Unger (2005:5) 
quoting Gadamer states:  
 
“… the social sciences community must not suspend the subjectivity of the 
researcher—which would be impossible, but rather, it must knowingly engage 
with his or her prejudices in a continual meaning bearing process. Challenging 
one's prejudices is done not to eliminate them eventually, but to give them full 
play in their being challenged in dialogue” (Unger, 2005:5). 
 
Thus, the above assumptions present a perfect fit with Heidegger's critical hermeneutics which 
held the same assumptions and position on the question of subjectivity and bracketing. In the 
case of CE in Zimbabwe's HE system, the contestable nature of CE will be made visible through 
the study of texts, Acts, and policy documents. The nationalistic and cosmopolitan ideals, as 
presented in these documents, may be factually a representation of certain prejudiced voices used 
to inform the CE offered by Zimbabwe universities. In this case, as shall be seen later, motives 
for the introduction of National Strategic Studies, National Youth Training Service and Patriotic 
history at HE were more serving partisan ideological interests of the ruling party than the public 
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interests. Consequently, hermeneutics and its variants helped me to critically analyse and 
interpret the objects of the study. 
 
Furthermore, with an interpretive hermeneutic research tradition, the intent is not to develop a 
procedure for understanding, but to clarify the conditions that can lead to understanding 
(McManus Holroyd, 2007). Interpretivists avoid rigid structural frameworks by adopting more 
personal and flexible research structures that are receptive to capturing meanings in human 
interaction and making sense of what is perceived as reality (Black, 2006). As argued before, the 
assumption is that the researcher is an independent being who interacts with the objects of study, 
with some sort of prior insight into the research context. Such a researcher assumes that, this is 
insufficient in developing a fixed research design due to the complex and unpredictable nature of 
what is perceived as reality (Hudson & Ozanne, 1988). Hence, the perceived reality can have 
different and multiple epistemological positions, since individuals would understand and 
experience reality differently. 
 
While the Interpretivist Approach can be time-consuming and challenging (Fischer, 2006), the 
approach is more flexible compared to other forms of research. It also allows the participants to 
independently discover what knowledge is, as it appeals to them existentially. In this study, it 
enabled the citizens (Zimbabweans) and other stakeholders as well as academics to understand 
and reflect on the strengths and weaknesses of the various approaches to CE as members of the 
global community. As a researcher, flexibility is essential in that, it helped me to change the 
direction of the research at any given point whenever new information emerges which speaks to 
the research context. Such information can come in the form of new emerging literature that can 
redirect the existing understanding of the problem.  
 
The key goal of interpretivist research is to understand, interpret and foster understanding of 
meanings, reasons, and relative experiences (Neuman, 2004), to discover what CE should entail. 
The colonial and post-colonial experiences of CE had different impacts upon the citizens that 
cannot be wholesomely transferred to present Zimbabwe. Since experiences are different, an 
understanding of these diversities is critical in framing a more workable model of CE that speaks 
to the needs of contemporary lives. Through the proposed moderate cosmopolitan approach to 
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CE at HE level in Zimbabwe, the study sought to elaborate positions that are more reasonable, 
valid, and sustainable in developing a fairly just society that is inclusive and tolerant of 
diversities. Thus, a systematic understanding of nationalistic and cosmopolitan practices at HE 
level in Zimbabwe is intended to build a case for a more balanced model of CE. The newly- 
proposed model seeks to merge progressive elements of nationalism and cosmopolitanism that 
are critical in directing CE at that level. 
 
In terms of CE, the hermeneutic approach posits that realities are constructed from multiple, 
intangible mental constructions that are naturally social, experiential, local, and context-
dependent. The constructivist's key assumption is that to understand and access ontology, 
interpretation of what constitutes reality should involve entering into contact with the norms of a 
particular community, since meanings are contextually-built. Thus, in an attempt to mine the 
truth value of what constitutes a democratic and just society in Zimbabwe's HE context, one need 
to fully understand the history of the country and CE. 
 
For that reason, current CE practices in Zimbabwe's HE need to be critically questioned through 
philosophical lenses, as a way of exposing some underlying civic virtues embedded in 
nationalism and cosmopolitanism. This will assist in locating a possible understanding and 
meanings of CE, democracy and social justice as imagined in the existing policies and 
documents on CE. In understanding the history of CE in Zimbabwe, there is a need to appreciate 
the existence of certain beliefs and practices that are unique to Zimbabwe. Broadly, some of 
these traditions, particularly nationalism and patriotism, have a lot of influence on one's 
understanding of particular identities in response to the time of CE on offer.  
 
From Gadamer's (1976) arguments, one can conclude that history and human experiences are 
shaped by time and context. So, individuals and group interactions at any given time may 
challenge and change existing perceptions of citizenship and CE. For instance, globalisation in 
its various forms is currently ubiquitous, ushering in new forms of citizenship which are 
popularly known as global citizens (Walker, 2010). However, nationalistic values are dictating 




The impact of nationalism and globalisation ideologies on civic spaces and identities cannot be 
ignored, as they are critical in shaping a responsive CE ideal for the 21st century. Thus, 
fundamental elements of nationalism and cosmopolitanism may (in) directly affect individuals in 
a given context (sub) consciously, and the subjects may respond differently to such impact. As a 
result, people who are at the crossroads of cosmopolitanism and nationalism battles may be 
required to reengage with key virtues of CE embedded in the two ideologies, to hatch a moderate 
form of CE. Thus, blending essential virtues of nationalism and cosmopolitanism would 
constitute a more balanced form of CE that can better be placed to deal with complex 
contemporary issues of modern society.  
 
4.3 Summary 
The chapter exposed the significance of using philosophical approaches in studying and 
understanding CE in Zimbabwe's HE. It was observed that, the hermeneutics paradigm, 
grounded on Gadamer, has a crucial role in informing a deeper understanding of various forms of 
CE that can be offered through HE systems, juxtaposed with the Rawlsian theory of justice. The 
hermeneutic interpretivist approach to the study presents us with diverse notions of 'truth' that 
goes further than the classified norms of scientific disciplines. The process further helps us in 
trying to understand and analyse the documents on CE and its practices. In addition, through the 
philosophical lenses proffered, our claims to knowledge as well as debates and arguments on CE 
require some rigorous analyses of texts as well. Thus, purely conceptual research proved to be 
one of the best approaches to explicate the dynamics surrounding the notion of CE within 
Zimbabwe's HE contexts. The following chapter seeks to offer a historical account of HE in 












HIGHER EDUCATION IN ZIMBABWE: A HISTORICAL ACCOUNT 
5.0 Introduction 
This chapter seeks to give a historical narrative of HE in post-colonial Zimbabwe. The chapter 
began by articulating how HE in colonial Rhodesia has been handling matters of citizenship, 
democracy, and social justice within and out of the university campus. The chapter proceeds to 
expose efforts made by the new government in democratizing HE by broadening access to HE 
and expanding institutions of HE as a way of promoting social justice among the citizens, 
formerly divided on racial grounds. Furthermore, the chapter gives an account of the relations 
between state and students, followed by an exposition of the relations between the state and the 
university. Major focus is on the implications of The Chancellor's powers on the appointment of 
the VC towards the nurturing and development of democracy juxtaposed to the discourse of HE 
autonomy and academic freedom. Finally, the chapter gives a brief analysis of the Chancellor 
and Vice-Chancellor's powers, drawing from regional perspectives before a summary of the 
chapter. 
 
5.1 History of HE in Zimbabwe 
As highlighted at the beginning of this study, the term HE in this study refers to state run 
university education, excluding post-secondary education and other institutions of tertiary 
education. HE in Zimbabwe commenced with the establishment of the University College of 
Rhodesia and Nyasaland (UCRN), an affiliate of the University of London in 1955, then 
University of Rhodesia, University of Zimbabwe-Rhodesia, and finally the University of 
Zimbabwe, (Gelfand, 1978).  
 
Before independence, as argued by Lulat, (2005) and Chideya, (1991), racial sentiments, peddled 
by the Rhodesian Front in parliament were similarly advanced and echoed at the University of 
Rhodesia, where statements dehumanizing African students as inferior beings were publicly 
rampant. For instance, it was no one's bother for a white member of staff to make prejudicial 
statements that black students were irresponsible, without providing any tangible evidence. 
Black students residing on university campus were also accused of destroying Manfred Hall 
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residence, thereby driving white students 'nuts'…to the extent of messing up toilets...and 
bringing prostitutes into halls of residence. In the face of such animosity and/or strong hostility 
between the University of Rhodesia students, the racist white Rhodesians even proposed for the 
construction of a separate university, for Africans, as a way of separating halls of residence 
(Mlambo, 2013; Manungo, 2010). 
 
The attainment of independence in 1980 was such a great event, which brought excitement (to 
most non-whites) and support from all people who had experienced the problems and pain 
colonialism had brought among the people. While most people were pro-independence including 
the international community, Manungo, (2010) argues that, the minority die-hard Rhodesians and 
their supporters within and outside, who felt deceived by the arrangements that ended the 
liberation war, thereby giving birth to independence in 1980 were strongly opposed to it. In 
1988, the government formed a separate Ministry of Higher Education to be responsible for 
tertiary education, which included teacher training colleges, universities and vocational colleges 
Kanyongo, (2005). 
 
From a political view, post-colonial Zimbabwe in large part can be considered to be a convict of 
its history which reverberates around the minority white colonial rule that discriminated non-
whites in all spectrums of life (Whitehead, 2005; Maravanyika, 1990; Siyakwazi, 1995). 
Colonial Zimbabwe was a bifurcated state where race was the foundation on which esteemed 
resources were both apportioned and rebutted (Chikwanha-Dzenga, Masunungure, & Madingira, 
2001; Zvobgo, 1997; 1994). Besides, power in its different corridors and capillaries 
accompanying it, favoured the whites. Drawing from this colonial history, Masipula Sithole 
avers that, before independence, Zimbabwe never knew democracy except in its limited and 
exclusivist sense (Sithole, 1997). Only the white settlers' experienced political democracy since 
governance was defined and structured by the whites to meet their idiosyncratic demands.  
 
In addition to the above, constitutional matters were designed to consistently insulate white 
supremacy especially in politics since citizenship by then was drawn from one's ability to vote 
(Chikwanha-Dzenga, Masunungure, & Madingira, 2001. However, a few non-whites who were 
granted the right to vote were not bothered to partake this critical civic duty though later on, it 
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became part of the central packages used by non-whites in demand for equality, social justice, 
and democracy (Moyana, 2002; Atkinson, 1972). Precisely, the Rhodesian government was 
intolerant of liberal thoughts and the inception of democratic facilities that would promote social 
justice among citizens (Chikwanha-Dzenga, Masunungure, & Madingira, 2001). This racist 
stance was aptly stated by the leader of the Rhodesian Front Ian Douglas Smith when he declared 
that there would be no majority rule in Rhodesia, not even in a thousand years (Sebenius, Burns, 
Mnookin, & Green, 2016). Such remarks were a clear and total defiance and sneering off the 
possibility for engaging non-whites in establishing a democratic society where all citizens would 
equally participate for the common good. Thus, the ray of hope for the inception of a democratic 
and socially just society was shattered. This was reinforced by the development of a political 
atmosphere that was internally intolerant to change as well by developing political structures that 
favoured a one-party state ideology. For record's sake the colonial government had only five 
people who were at the helm of government for a record of forty-five years from 1933-1978 
(National Democratic Institute, 2013). The same situation of concentrating power on few 
individuals at the expense of majority prevailed in post-colonial Zimbabwe where the country 
had an experience of only one leader for a record of thirty seven years until he was ousted 
through the debatable ‘coup’ that was never marketed as a coup.  
 
Literature admits that, racial division in Rhodesia was so severe to the extent that there were in 
practice two nations within Rhodesia (for whites and non-whites) and these legally affected 
social, economic, and political lives of all people in Rhodesia (Zinyemba, 2010). As Zvobgo 
(1997) and Siyakwazi (1995) argued, this gave rise to the genesis and development of dual 
economy, political, and an education system that was skewed in favour of the whites. As 
Maravanyika (1990) notes, racial segregation was so severe that social intercourse between 
whites and non-whites could be tolerated during working hours. 
 
However, one needs to be observant and conscious of the view that, the militant white political 
system's arrogance coupled with its impervious to democracy and intolerance of non-whites 
created a fertile ground for its antithesis. As Galbraith notes, "power creates its resistance" 
(Galbraith, 1983, 72) and that "power is normally countered by opposing positions of power ..." 
(Galbraith, 1983:74). The net effect of colonial injustices acted as a catalyst to the theatrical 
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emergency of revolutionary parties ZAPU and ZANU respectively, aiming to dismantle white 
hegemony in pursuit of social, economic, and political justice and equality. Sadly, the processes 
of correcting these wrongs were not a walk in the park considering violations of human rights 
and possible abuses encountered by warring parties during the armed struggle. 
As Masunungure (1998), observes, ZAPU and ZANU adopted commandeering and authoritarian 
militarism to win the 1980 elections and their critics were labeled sell-outs – and were subjected 
to the colonial inheritance of violence, intimidation, murder, and intolerance. Precisely, the 
Rhodesian authoritarianism was mimicking itself in post-white rule Zimbabwe. The exclusionary 
and repressive practices against non-whites initiated by the colonial governments as shall be seen 
later in chapter six have endured to this day.  
 
The dominant-one party tendency continues to dominate the political landscape to this day, and 
the opposition and critics of the state are trademarked enemies of the state and sell-outs (Hwami, 
2012; Matereke, 2011; Tendi, 2009). Whereas the settler regimes tried to eradicate black politics 
by forbidding it legislatively, the current ruling ZANU (PF) government has tried to muzzle and 
outlaw opposition politics undermining it and or interpreting it powerless through various 
noticeable and blatant processes. The same tactics have not spared HE as well since University 
Acts are amended to curtail the democratic space and academic  freedom that would possibly 
expose the socio=economic and political vices of the ruling party, government and their 
associates in HE. 
 
In confirmation of the view that there were more continuities than discontinuities from 
independence to date, at one point, as Masunungure notes, the late and former President of 
Zimbabwe (R.G. Mugabe) declared himself an apostle of the one-party state – a claim that was 
later concluded through successive constitutional amendments that gave birth to the office of an 
executive president, which has been broadly identified as `structural authoritarianism' and 
`presidential centralism' (Masunungure, 1998).  
 
What is obtaining from this shift of political landscape is the view that, the democratic threshold 
was being emasculated by the new regime since power was being whisked away from the public 
and being concentrated in the hands of an individual (Cheater, 1991). This behaviour was and is 
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still contrary to the democratic principle of giving people the power to make decisions As a 
result; there was gross destabilization of the democratic fundamentals of a supposedly socially 
just society. 
 
What is evidently clear is that,  the forces at work of post-colonial Zimbabwe are not fully 
different from  the post-apartheid South Africa were pre independence history  moderately 
informs the current regimes with an elite group possessing massive economic power and the 
political power is donated to the majority who are in this case non-whites. The mismatch 
between political and economic power could strategically be misused by the ruling party officials 
and their associates to advance and secure their political ambitions at the expense of the public 
good. As such, the passions to establish a socially just society where citizens can embrace 
diversities are compromised.  
 
The Zimbabwean independence new order and euphoria had a profound effect on HE, as was 
evidenced by the economic support it (HE) received in the form of bursaries and research grants 
from countries like Norway, Sweden, Canada, USA and UK (Mpofu, 2016; Manungo, 2010). It 
was evident that, there was such goodwill from these countries, as a benevolent international 
community, to assist Zimbabwe's HE. To complement the foreign aid gesture, the new 
Zimbabwe government increased its annual budgets and allocation towards HE, at the same time 
also receiving numerous student scholarships from those well-meaning countries (Manungo, 
2010; Lulat, 2005). Abundance in financial resources saw the new government charging 
relatively low tuition fees, to promote and support accessibility to HE by all and sundry, 
inclusive of those students who previously would not enroll and study with the then colonial 
University Rhodesia, the present time the University of Zimbabwe.  
 
HE in Zimbabwe has to therefore be understood from such a bumpy historical past and context, 
where several challenges had to be resolved. On attainment of independence, one of the most 
significant achievements of HE was the appointment of a black VC, Professor Walter Kamba, as 
the first post-colonial administrator to run the University of Zimbabwe. This appointment was 
found to be one way of solving challenges bedeviling the running of an institution that was 
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previously headed by white Rhodesians, who were principal 'racists' in practice, and inflexible to 
racial tolerance and multiculturalism (Manungo, 2010).  
 
It is important to note that even after independence; the Rhodesian Front remained a force to 
reckon with, in the early 80s, thereby resulting in a lot of interference in the day to day running 
of the university by the whites, since they were still the majority of university staff. However, the 
new VC had to stamp his authority, to employ drastic non-discriminative changes (Zinyemba, 
2010; Manungo, 2010) to ensure that principles of justice and fairness would find space within 
and outside the university corridors. 
 
5.2 Democratising the University in terms of Access and Practices 
While the new government was embarking on the policy of education for all by expanding 
primary and secondary education, the University of Zimbabwe remained the only university in 
Zimbabwe. The democratization of primary and secondary education ultimately created a huge 
demand for university education (Chung, 2006; Nherera, 2002). In response to this demand, a 
government-appointed the Williams Commission in 1989, whose terms of reference were to 
explore ways in which the increased demand for HE could be addressed (Shizha & Kariwo, 2011 
& Zindi, 1998, 1995). The commission recommended the establishment of a second university in 
1992, which saw the inception of the National University of Science and Technology (NUST) in 
Matabeleland Bulawayo province (Kariwo, 2007). From there on, the government of Zimbabwe 
was therefore committed to upholding the policy that there should be a public university in each 
province (Shizha & Kariwo, 2011). Towards and after 2000, several other state universities 
continued to be built in each of the ten provinces. Currently, there are a total of twelve state 
universities, in addition to five private ones.   
 
The theatrical political change and the related political, socio-economic change and the 
obliteration of racism in its various forms by the new government meant that the system was 
compelled to "... have an equally dramatic impact on the future of the university and its role in 
the development of the country ..." (Zinyemba, 2010:15). Thus, the socio-economic and political 
changes brought by independence provided a fertile ground for HE to embark on the trajectory of 
stirring transformation within and outside Zimbabwe. In a way, HE was forced by national and 
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reality definers of the day and other local forces to take an active role in shaping its future image, 
as a university resembling an ideal university by international standards. 
 
From the onset, HE had to deal with the issue of university governance, which had been 
previously structured to maintain and perpetuate colonial legacy (Rowlands, 2017; Zvobgo, 
1999). In the spirit of reconciliation and co-existence, as propagated by the new government, the 
expectation was that, HE would rationally address the issue of university governance. It was 
envisaged that, this would be achieved by restructuring and reconfiguring the university as a way 
of establishing a more just and democratic institution that would serve people within and outside 
the university. To be restructured were draconian policies and/or stance like:  
 
'Once a professor was appointed to an academic post of head of a department, for 
example, such then turned out to be a permanent post, and no one else, in the 
department, no matter how well qualified, would then carry the title of professor 
or become head of that department, unless the professor resigned, was dismissed 
or died. ...qualified black Zimbabweans, returning home after independence, 
would have to drop the professorship titles they would have earned from 
elsewhere. Such professors could not hope to be the heads of departments until 
the incumbent professor resigned, dismissed or died (Zinyemba, 2010:16). 
 
The above colonial and racist misnomers were effectively addressed by the new administration 
in pursuit of democracy and social justice. In addition to the huddle of misgovernance cited 
above, HE in the new dispensation had to satisfy peoples' discontent with socio-economic, 
academic, and political expectations. In this case, there was a need to address the issue of 
expanding HE to accommodate the academic needs of the growing population that was likely to 
congest the only university.  
 
From the colonial era, students have been known to participate in trying to influence the socio-
economic and political development of the country. At the University of Rhodesia, students 
across races were critical of the colonial government's undemocratic rules and impunity against 
blacks (Cefkin, 1975). However, the period from 1980 to 1988, which marked the early years of 
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independence, the student unions presented themselves as passive and gullible by choosing to 
tow the government line (Zeilig, 2008). In validating this point, Cefkin, (1975) reports that such 
shenanigans were also at play in the early 70s. The students never arose to the occasion to 
challenge government corruption and impunity against its citizens using state security. Their 
behaviour could partly be explained by the excitement they had with the party that had brought 
liberation to the country. The ZANU PF position on student unionism, during the war of 
liberation, was clear from the onset. Cefkin, (1975:149) adds, 'being part of the revolutionary 
movement you are to… be directed by it.' This statement in a way affirms the reason why 
students from 1980 to1987 behaved like political regional governors who defended anything by 
the state. 
 
Thus, right from the onset, the way CE was created in Zimbabwe ensured that it engendered 
passive and submissive students. The section below examines what can be termed the golden 
years in the relationship between the state and university students in Zimbabwe. 
 
5.3 Early state-student relations following Independence 
Although the current relations between government and HE students reflect a mix of warm and 
antagonistic relations, it is important to remember that from independence up to until 1987, the 
relationship between the Government and the students' was broadly cordial and students were 
part of the nation-building project. This way, the government made sure that it fully sponsored 
students through fees and grants. In return, students could actively participate in all national 
events including independence celebrations and heroes' day commemorations (Mpofu, 2016; 
Zinyemba, 2010). However, there is evidence that, the government used state machinery to 
create a pro-government student body, secret intelligence on campus, and the military to 
annihilate its critics and perceived political foes (Magaisa, 2015; Zeilig, 2009). Also, Magaisa 
(2015) points out that, some University students marched in support of the Government's 
clampdown on the opposition ZAPU, and the incident is historically known as The Gukurahundi 
era (a Shona word representing the first rains which mark the beginning of the new rain season 
after the harvest. The rains would sweep or take away the chuff from the threshold signifying 
purity of the place). In this context, the opposition party was equated to the dirty in the 
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community that deserved to be annihilated from the political and civil society. This confirmed 
the harmonious relations between the state and the students in the early years of independence.  
 
In addition what baffles one is that, HE students in 1986 had marched in the demonstration 
against the assumed assassination of the Mozambican president, Samora Machel, by the 
apartheid regime in South Africa, yet there were many issues more worth protesting about in 
Zimbabwe. For example, literature reveals that the civil war in Zimbabwe in the period 1982-
1987 claimed about 20 000 lives of civilians believed to be Ndebele speakers and/or supporters 
of ZAPU were lost through government-sponsored machinery (Coltart, 2016; Ndlovu- Gatsheni, 
2013) and there was no response from HE in Zimbabwe. What does this tell us about the nature 
of CE these students were receiving? How did they fail to locate the log in their own eyes first 
before that of the others? Could it be because CE had indoctrinated and intoxicated students to 
become government henchmen? This leads us to the next part which briefly confirms the end of 
the good relations between government and the HE student body. 
    
5.4 End of the honeymoon between government and HE students 
From 1988 to 1995, goalposts for student's pro-government ideology completely changed. The 
students became militant in response to the introduction of ESAP, which had brought with it 
more socio-economic and political problems to the country (Sigauke, 2011; Hwami, 2010; Yores 
& Moyo, 2007). ESAP led to job losses and in the process parents could not afford to support 
their children HE. In the 1990s, students and staff became aggressive and rebellious against the 
state because of the socio-economic problems that followed the introduction of ESAP, which 
also saw tertiary institutions' hard hit (Hwami, 2012; Chikwanha, 2009; Zeilig, 2007). These 
rebellions became part of national protests against socio-economic and political injustices in the 
country.  
The forthcoming section seeks to briefly demonstrate how the government used state machinery 





5.5 Thinning the power of the students' movement 
In an attempt to quell students' protests, the government amended the University Act of 1980 and 
enacted new laws as will be seen later in Chapter six. However, globally, students' movements 
have been known as powerful forces that can bring change in the whole government and society 
(Randi, 2011).  The government foresaw this danger, and chose to nip the serpent in the bud.  
 
By amending the University Act of 1980 as a mechanism to silence criticism from the staff and 
students, the government was indirectly pushing for the perpetuation of the status quo that 
promoted forms of CE which were encouraging the development of uncritical, passive and docile 
citizens. The University Amendment Bill of 1990 gave the state more power over the operations 
of the University of Zimbabwe, leading (Cheater, 1991) to aptly question whether the University 
of Zimbabwe was a national or party university.  
 
In addition to this political move of increasing grip on this highest institution of learning through 
legislative changes, the ruling party's attempt to introduce a one-party state in 1989, drove 
students into open confrontation with the state (Hwami, 2014; Chikwanha, 2009; Bennell, & 
Ncube, 1994). The imminent section seeks to demonstrate some of the measures adopted by the 
Zimbabwean government to silence any dissenting voice in a purported democracy. 
 
5. 6 Repressive and oppressive state apparatus (imminent) prudent 
Studies on student activism in Africa have indicated that protests are almost always thwarted by 
state security forces, using excessive force (Zeilig, 2009). In Zimbabwe, this has always been the 
case since the late 1990s with the state employing various forms of control that include the use of 
intelligence operatives and agents among academics, administration, and students to spy on those 
purportedly labeled as rebels (Magaisa, 2015; Hodgkinson, 2013; Chikwanha, 2009). Logically, 
being in a situation where one cannot trust the next person is, on its own mentally torturing. 





Instead of adjusting its reaction towards protests, what is startling is that the government chose to 
make arbitrary arrests to unionists and academics, especially for being critical of its rule 
(Magaisa, 2015; Kamba, 2010). State measures aimed at total control of HE are indicative of 
what also transpired at the University of Rhodesia, where critics were either arrested or executed 
for being critical of the colonial regime and its impunity (Kamba, 2010). The kind of CE being 
rendered within the politically charged universities, even today, leaves a lot to be desired. 
 
Strangely, reminiscent of the colonial means of controlling students on campus, the present 
government also introduced a new set of draconian regulations in the form of Ordinance 30 of 
1984 (Appendices, 1). Key points to consider in this excessively harsh ordinance include the 
demand to having students sign an undertaking, upon registration, that they would observe the 
Ordinance during their tenure at the university or else face disciplinary measures. It is the same 
Ordinance that state universities continue to use, even today, to penalize students for protesting 
or acting in ways they could be interpreted contrary to HE’s interests. It, therefore, goes without 
saying that threats of suspension and expulsion would develop passive students who would then 
tow the government line. The extreme penalties naturally threaten, especially poor students, as 
their main aim is to gain an education for social mobility.  These students would rather be 
objectified than lose their last hope to their economic recovery plan.  
 
HE in Zimbabwe needs CE that can create emancipatory citizens who are capable of applying 
the Ubuntu philosophies to co-exist with the 'other' within the globalized environment. This kind 
of citizen is, unfortunately very different from that which the state envisages. Efforts to 
reconfigure CE are a mammoth task in Zimbabwe, to say the least. One of the reasons why a lot 
of effort is needed to realise change is that, there are several disciplinary measures crafted by 
leadership, to block any criticism from within the university constituency. The upcoming part, 
therefore, serves to show how HE was captured by the selected including politicians to ensure 
that students would remain loyal and submissive to the government of the day, a scenario that 





5.7 Curtailing academic freedoms 
The introduction of the University Amendment Act in 1990 was a severe blow to academic 
freedom. In a way, it allowed non-academic appointees, most of them political appointees into 
the university administration (Matjie, 2018). This was a ploy by the state to control state 
universities. With the increase in political appointees, the freedom of academics and the 
university, in general, was seriously adulterated. These problems increased when the state 
president was legally made Chancellor and head of all state universities (Appendix 1). A simple 
and mere deduction would tell that, when politicians take over institutions of higher learning, 
what follow is political education, dishonest, suspicions, bootlicking, patronage, and 
intimidation. Also, the use of divide and rule by politicians becomes part of the university 
culture, unless you have a robust CE, that would help create critically conscientious students who 
can lead a revolution to uproot evil sitting next to them for the good of humanity. In Zimbabwe, 
government successfully infiltrated and fragmented ZINASU by stimulating and facilitating 
formation of a splinter student’s union group titled Zimbabwe Congress of Student Union 
(ZICOSU) to neutralize ZINASU’s perceived political influence among the HE communities 
which had become too critical of the government, and was working in cohorts with the 
opposition (Muroyi, 2018) to dismantle the ruling party.  
 
Having explored some tactics used by the government to curtail the democratic space, the 
following section stands to validate the point that the government adopted some punitive 
measures and policies, to ensure that HE students will surrender naturally and cease to be critical 
of the system. 
 
5.8 Withdrawal of higher education funding: A scorched earth policy 
Upon realizing that students were in a no retreat mode, in 1990, the government crafted a policy 
that endorsed withdrawal of state funding on education, at the same time introducing 
privatization of basic education resources, through outsourcing (Teferra, 2013; Bennell & Ncube, 
1994), a policy that is still operational today, though in different forms. The study equates this 
policy to the historical military strategy commonly known as the 'scorched earth policy', which 
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the avid pre-colonial African leader, Samori Toure of modern Guinea, employed to fight his 
enemies by destroying resources and supplies (Adu- Boahen & Ajayi, 1986, Boahen &Webster, 
1970). Eventually, the enemy would tire and starve to death or surrender to his soldiers.  
 
The Zimbabwean government seems to have been playing the same game, reminiscent of the 
'scorched earth policy', as a means of creating a loyal student body that was bound to come 
kneeling in exchange for state support. While this argument could be debatable though, it has to 
be established that the foreign aid coming through ESAP, was brought about by neoliberalism 
and minimalism policies, negatively impacted on some states. Many countries such as Zambia, 
South Africa, Kenya, and Tanzania adopted this policy around the same period following 
instruction from the World Bank and IMF, which like the 'scorched earth policy', these 
organizations also expected compliance. It would be wrong, therefore, to interpret the economic 
measures the Zimbabwe government undertook in public universities as mere mechanisms of 
control. 
 
As Makunike (2015) also observes, Zimbabwe tried to weaken the students who had become 
confrontational and antagonistic, by making them financially vulnerable and weak. However, the 
decision to withdraw funding came at a wrong time when students' relationship with the state 
was bad already. Besides, this decision added salt to injury, considering that ESAP had brought 
with it job losses among parents of the students. Payment of fees and privatization of services 
worked in favor of the elite, who could afford exorbitant fees. While the withdrawal of state 
funding in universities is an unproven theory, the politicizing of the office of the VC by the state 
is a clear indication that the state had deliberately chosen to directly capture the university and 
the entirety of its critical masses. The following section is an exploration of the effect of the 
chancellor's authority on HE. 
 
5.9 An exploration of the influence of the chancellor's powers on the student union 
While the idea of state interference in university business is not a unique phenomenon, as a way 
to protect the status quo, in Zimbabwe, it is the increased partisan, internal and external 
interference through various Acts, which is of great concern. In Zimbabwe, this became common 
when students, the opposition, and civic organizations fought the state for impunity and 
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injustices (Hodgkinson, 2013). The state and university administrators, especially after the 
resignation in 1992 of the UZ's first black VC, Professor Walter Kamba, for reasons that 
included politicization of HE, collaborated to suppress mass academic rebellions. The University 
of Zimbabwe Act of 1980, which is also used by all state universities in Zimbabwe, has been 
constantly and inconsistently amended to silence academic freedoms. The Act gives the VC 
excessive powers to fire or suspend staff and students who are deemed (in his/her opinion) to be 
delinquent in their political conduct.  
 
The general theory is that, the Act of 1990 is a political tool for suppressing critical opponents of 
the state, especially those emanating from the corridors of the universities. As observed by 
Magaisa (2015), the Bill was rushed through Parliament, evading parliamentary practice which 
required bills to be published. Further protests to have this bill rejected by parliament hit the 
blank as the government threatened to shut down the universities indefinitely. Commenting on 
this interference, the UZ's VC, Professor Kamba added: '... too many unprofessional fingers 
interfering in the running of the university, now make universities ungovernable ...' (Makunike, 
2015). This suggests that universities were now under state capture, resulting in Professor Walter 
Kamba resigning from his post as VC, soon after this speech, as he could not be associated with 
such political immorality. 
 
What is critical is that, the new legislation, the University Amendment Act of 1990, also gave the 
VC excess powers to discipline as well as firing staff and students, at his/her discretion 
(University of Zimbabwe Amendment  Act, 1990), just like we have seen in the University of 
Zimbabwe Act of 1980. This also marked the beginning of problems between the state and 
universities. A few years later, students' movements slowly began to fade as students were now 
threatened and divided by the new law. At the same time government intensified state capture, 
corruption, militarization, and intimidation of masses, to ensure that they were not accountable to 
ordinary citizens (Meirotti & Masterson, 2018; Machipisa, 1998).  
 
Having noted how oppressive the University Amendment Act of 1990 had become, the next part 
also seeks to demonstrate how the Chancellor's political appointment interferes with university 
autonomy and academic freedom.  
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5. 10 The impact of the Chancellor's appointment on academic freedoms 
In Zimbabwe, having a Chancellor who is also head of state meant a lot on academic freedoms 
and unionism. University of Zimbabwe Act, 27/1982; 21/1990; S.I 219/1997; 75/1999; 22/2001; 
14/2002). Sections 7.1 and 7.2 state that: The President of Zimbabwe shall be the Chancellor of 
the University, The Chancellor shall be the chief officer of the University who shall have the 
right— (a) to preside over any assembly or meeting held by or under the authority of the 
University; … (Annexure 1). These sections summarily assign excess powers to the president as 
the chancellor, who can make unilateral decisions to fire and hire critical staff and students. 
While Chancellors do not run universities, as they are ceremonial figures in most cases, this law 
suggests that they are by law mandated to influence and make policy decisions. 
According to section 8.1 of the Act, the Chancellor in consultation with the Minister (his 
appointee as entrenched in the constitution of Zimbabwe as amended in No. 16 of 20 April 2000, 
Chapter 4, Article 1D.1) and the Council appoints the Vice-Chancellor. Ordinarily, the 
consultation between the Chancellor and the minister is ritualistic since the Minister is a direct 
appointee of the president who carries duties as directed and required by the president. In 
addition, Article 31D.2 states that: 
 
Any person appointed under this section shall, before entering upon his office, 
take and subscribe before the President or some other person authorized by the 
President in that behalf the oaths of loyalty and office in the forms set out in 
schedule 1 (Zimbabwe Constitution as Amended to No. 16 of 20 April 2000; 
Chapter 4, Article 1D.1). 
 
As may be understood from the above, the minister is not free to digress from the presidential 
decree. This way, the minister is more of a puppet, who has to advance the wishes of the state 
president, even when that goes against the will of the people responsible for the growth and 
survival of the university. Most importantly, the University Council is (in) directly appointed by 
the Chancellor through the minister (Sections 11.1b, c, f, j, k, l, m, n, o, p, q, and r of the UZA; 
Acts 27/1982. 21/1990). This also means that the minister has powers to influence the 




Although Section 11.1d states that, "... the President of the Students' Union, who shall be an ex-
officio member …" (the University of Zimbabwe Act, [Chapter 25:16]), is a legitimate member 
of the university council representing the student body; the voice of the union is insignificant, 
given the level of people s/he meets at the council meetings. Additionally, the Act allows the 
chair of the council to exclude student representatives from attending some meetings, should the 
deliberations be considered confidential. It follows that unions' attendance of council meetings is 
at the mercy of the chair of the council, hence putting unionism in jeopardy. 
 
Ideally, the idea of a university was to be reflective and critical of the state and society. The state 
must not be disconnected from society in any of its activities. Deducing from the above case that 
deals with appointments of VCs, it is clear that, HE in post-colonial states (Zimbabwe in 
particular) is a continuity of colonial trend, where learning institutions are used as a tool to infuse 
monopoly of state power to create citizens who are subject to state without criticality. 
Universities have been overshadowed by the state. The appointment of office bearers in 
universities is broadly based on one's loyalty to the state which in this case is the ruling party, not 
allegiance to the institution or society at large. Thus, there is a need to appoint new subjects 
grounded on the need to develop principles of Ubuntu, as a philosophy that embraces and 
celebrates differences among people, in pursuit of justice and socio-economic and political 
stability of the nation-state. 
 
5. 11 Office of the Vice-Chancellor 
A cursory look at the University of Zimbabwe Act 1990 (see Annexure1) indicates that the office 
of the Vice-Chancellor, in a way has excessive powers, which can work against institutional 
autonomy and academic freedom. For instance, Section 8.2 states that the VC shall be the chief 
academic administrative and disciplinary officer of the university.  
 
There is a huge mismatch between Zimbabwean State Universities and their counterparts in other 
countries. The offices of Chancellors and Vice-Chancellors are not saturated with arbitrary and 
excessive powers as is the case with Zimbabwean State Universities and Malawi. For example, 
while the University of Zimbabwe Act defines The Chancellor as the Chief Officer of the 
University; at the University of Johannesburg, the chancellor is the titular head of the institution' 
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(the University of Johannesburg, Amendment of the Standard Institutional Statute, HE 
(Government Notice, 7 November 2003). Accordingly, a Chancellor plays more of a figurehead 
role without exclusive powers. Whereas in the UZ Act, the minister, who is a direct appointee of 
the president, has the power to appoint more than half of the council members (Annexure 1), this 
is unlike what obtains at the UJ. Thus, it is quite clear in this case, that the student councilors 
from universities in Zimbabwe are not empowered enough to be critical council members since 
they are mere ex-office members, whose presence and/or absence does not have (a strong) any 
bearing in decision making.   
 
         Above this, government policies and initiatives have indeed disempowered and disfranchised 
students' voices. Moreover, the establishment of draconian laws such as Public Order and 
Security Act (POSA) and Access to Information and Publication Act (AIPA) were meant to 
disenfranchise citizens of their civil liberties (Access to Information and Protection of Privacy 
Act, Chapter 10:27. General Notice 116/2002). For instance, the right to gather without police 
clearance and criminalization of writing or communicating information perceived to be false 
respectively could be interpreted as political machinations to diminish and  curtail the democratic 
space as well as political strategies aimed at threatening scholarship and academic freedoms 
(Chimanikire, 2009; Zeilig, 2008).  
 
While the post-colonial government has used appointment laws, military intervention and police 
brutality to quell HE's academic autonomy and academic freedom (Manungo, 2010), it remains 
to be seen how these policies have impacted on CE. From the above discussion, it is evident that 
a deliberative form of CE may not have survived the political shocks because the state machinery 
has controlled all strategic platforms, making sure that they capture HE, probably for their 
political and economic advantages. 
 
5. 12 Summary 
The chapter has offered a historical account on HE in Zimbabwe and observed that several cases 
suggest that current practices are a perpetuation of colonial legacy, especially if thinly juxtaposed 
with what obtains at the University of Johannesburg of South Africa. The new Zimbabwe 
government, upon attainment of independence, made several policy reforms to address colonial 
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imbalances, but some could not see the light of the day, as a result of excessive state interference 
with HE's autonomy and independence (Makunike, 2015). Having a Chancellor who is also head 
of state, and the appointment of VCs on political grounds and the general politicization of HE 
has seriously affected the expected performance of HE in Zimbabwe, as compared to other 
universities, which have some respect of HE academic staff and its student body.   
 
Thus, the next section is an exposition of some policies which government directly and or 
indirectly sanctioned to either facilitate or emasculate possibilities for HE to nurture active 


























ANALYSES OF HIGHER EDUCATION POLICIES 
6.0 Introduction 
The chapter presents an overview of educational policies that were enacted at HE in post-
colonial Zimbabwe, considering the role HE can play in empowering and disempowering 
citizens in the formation of just and democratic societies. Drawing from Gadamer's interpretive 
hermeneutics that solves human problems through the examination of different kinds of texts 
(Weinsheimer, Donald & Marshall, 1975), the research analyzed different educational policies 
related to CE. The chapter begins by exploring the circumstances in Zimbabwe that necessitated 
the introduction of the formation of the Nziramasanga Report of the Presidential Commission of 
Inquiry into Education and Training (PCIET) of 1999, and other educational policies. The 
chapter proceeds to examine how National Strategic Studies (NSS), National Youth Training 
Service (NYTS) on one hand and the Affirmative Action (AA) policy on the other hand, 
respectively constrained and embraced initiatives for social justice and the democratic project 
instigated by the new dispensation at independence. In addition the chapter delves into the 
initiatives made by government through the introduction of ZIMCHE as a HE regulatory board, 
to monitor quality of HE to meet international demands. This is followed by an explication of 
National Gender Policy Studies (NGPS), a mechanism designed to address problems of gender 
inequalities as well. Finally, the chapter recognizes that despite having educational reforms 
instituted after independence aimed at the democratisation of society through education, what 
emerged from all these efforts was broadly a continuation of past colonial discriminatory 
practices   that were meant to protect selfish interests of selected groups and individuals at the 
expense of social justice and democracy.  
 
6.1 Contextualising CE in the Nziramasanga commission report 
The Nziramasanga Commission Report of 1999 notes that, on the attainment of political 
independence from Britain in 1980, Zimbabwe became pre-occupied with the preparation of 
citizens to achieve social-economic development to address past imbalances (Nziramasanga, 
1999). Since then, CE has consistently been injected into the curriculum as a response to political 
and economic demands (Matereke, 2011; Sigauke, 2011; Peresuh & Nhundu, 1999; Peresuh, 
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1998). In 1980, Zimbabwe embraced the policy of national reconciliation as a way of bridging 
racial differences that had dominated the pre-colonial and colonial periods (Hwami, 2012; Tendi, 
2009).  
 
The government had interests in ensuring the provision of civic knowledge through education. 
For instance, efforts to instill values of civic education were demonstrated through the teaching 
of selected subjects such as Social Studies, Education for Living, Political Economy, Education 
With Production (EWP), and History,  (Magudu, 2012; Mapetere, Chinembiri &  Makaye, 2012; 
Matereke, 2011). However, this was well-pronounced and articulated especially at Primary and 
Secondary school levels. 
 
 The above subjects, in theory, appear to be quite relevant since they provide knowledge and 
skills required by any country for its survival and development. However, some of the subjects in 
which critical aspects of CE should have been pronounced, like Political Economy, fizzled out 
soon after independence. Reasons for their cessation, though they remained in the curriculum, 
are not known.  Chances could be that, these subjects were not in tune with the needs of 
government, as they had the potential to create critical and creative citizens who would easily 
locate sources of oppression and impunity. 
 
The relationship between HE and the state, from independence up to the time the Nziramasanga 
Report came out, was a mix of submissiveness and hostility. Between 1980 and 1988, for 
example, students were generally pro-government in terms of policy and practice. As stated in 
Chapter Five, from 1982 to1987, HE, in general, was not critical of the government (Magaisa, 
2009).  
 
However, harmonious relationships between students and government changed around 1988, 
until the time the report was submitted in 1999. The students became critical and militant against 
socio-economic and political problems that emerged, mostly due to poor governance (Hwami, 
2012; Kanyenze, Gondo, Chitambara & Martens, 2011). A series of demonstrations 
characterized HE systems, subsequently attracting international attention, especially the 
aggressive nature Zimbabwe reacted to these protests (Makunike, 2015). What is unclear is 
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whether these protests resulted from CE or were out of mere frustration from socio-economic 
and political problems.  
 
Some scholars have argued that, an attempt by the government to introduce a one-party state, 
coupled by the introduction of Economic Structural Adjustment Programmes (ESAP), brought 
with it a lot of socio-economic problems, which forced the students into the street (Hwami, 2012; 
2010; Sigauke, 2011; Yores & Moyo, 2007) which further led to retrenchments of workers. 
Consequently, students could not afford to pay tuition and/or live a decent life as their parents 
had lost jobs.  In this study, my submission is that, these protests could have been either a result 
of the reactionary processor, a response to the problems students were going through. Beyond 
this, CE might have had a nominal role, as there was no formal curriculum on CE in HE to date. 
Likewise, through student politics and activism, some crucial elements required in establishing a 
more democratic and socially just society are as well exhibited, hence, a call for a more balanced 
curriculum at HE level is mandatory. 
 
The literature further admits that, the 1990s marked the conversion of students from being the 
state's committed revolutionaries to an irritating oppositional force (Hwami, 2012; Chikwanha, 
2009; Zeilig, 2007). The students’ body might have also reacted this way on the assumption that, 
national resources were being misused by government officials and their cronies to pursue their 
personal and global interests, instead of benefiting the locals. It could also have been possible 
that, students who had gone through HE began to develop critical minds due to courses in 
Philosophy, Sociology, Law, and Political science, among others, as they began questioning 
socio-economic and political inequalities. At the time government could not fund state education, 
the same government was able to fund the international war in the Democratic Republic of 
Congo (DRC) in 1999 (Wilén, 2012; Zimbabwe Human Rights NGO Forum, 1998) - a war 
which had nothing directly to do with Zimbabweans as a community.  
 
While the researcher is very aware of the debates around Zimbabwe's intervention and funding of 
the DRC war, the researcher believes that the decision though it could be judged politically as a 
legitimate score that brought peace and tranquility to fellow members of the region, but back 
home, I would classify the decision as an 'own goal' on moral grounds, considering that, the 
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withdrawal of funding in HE had left many students languishing in excruciating poverty. Guided 
by Ubuntu, values that seek human love and goodness, the state could have considered first the 
interests and plight of its citizens who gave them the legitimacy and mandate to be the custodians 
of democracy and to lead the nation before embarking in a costly war that triggered and 
accelerated inflation marking the demise of the Zimbabwean economy. With the collapse of the 
economy, HE became a victim as well since lack of funding of HE led to brain drain, and the 
general exodus of staff, living institutions of HE in disarray (Mlambo, 2005).  
 
In an attempt to quell students' protests resulting from various problems including those cited 
above, the government amended the University Act of 1980 and made it law (Hwami, 2012; 
2010) whose contents and effects on HE were discussed in chapter five and the contents of the 
Act are on Appendix 1. This law gave further powers to the Vice-Chancellor, to allow him to 
suspend or fire any member of staff or student who 'misbehaved'.  
 
After this, the Movement for Democratic Change (MDC), which was mainly supported by 
university students through ZINASU, together with non-governmental organizations and civic 
organizations, teamed up to fight against the undemocratic tendencies by the ZANU PF.  The 
irony of the matter is that, it is the same student body that previously supported a government 
that now had seen it fit to fight back for their rights by protesting. In response to the pressures, 
the government and its stakeholders reconstituted the Nziramasanga Commission 1999 to find 
solutions to the socio-economic and political impasse.  
 
The commission made several recommendations that were presented to parliament and some of 
them included the need for CE and moral virtues courses in schools, up to university level 
(Nziramasanga, 1999). The assumption was that, civic education could help the youth in HE 
through character formation, responsibility, and Ubuntu. Another critical recommendation 
suggested the need to have a body of professionals to run the university (Harvey, Mason & 
Ward, 2014; Nziramasanga, 1999) after realizing that, the appointment of the VC by the 
president through the minister had heavily politicized the office (Nziramasanga, 1999). This 
arrangement implied that this position was no longer within the civil service but was rather a 
political appointment. Basing on the Nziramasanga report, it was evident that the government's 
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reaction to the protests was aggressive and undemocratic. By making the office of the VC a 
political office, the universities became political offices that could only serve political interests, 
contrary to the traditional role and nature of universities (Freire, 2005).       
 
The features of Ubuntu included in the recommendation were generally similar to post-
independent education that was built around narrative imagination and togetherness 
(Hapanyengwi- Chemhuru, 2014). The key tenets of Ubuntu included responsibility, honesty, 
justice, trustworthiness, courage, diligence, tolerance, hard work, integrity, cooperation, 
solidarity, hospitality, and devotion to the family and welfare of the community (Bondai & 
Kaputa, 2016). Advocating the teaching of civic virtues and character formation guided by 
Ubuntu, it implied that the commissioners were aware of the need to develop the whole person 
who would fit well into a nationalistic and globalized and or cosmopolitan state. 
 
Furthermore, the commissioners proposed teaching of human rights and democracy as 
fundamental ideals to CE (Tibbitts, 2015; United Nations, General Assembly, 19 December 
2011; United Nations, Office of the High Commissioner for Human Rights, 1997). These 
proposals could be counted as significant gestures towards the creation of a more just and 
democratic CE that fuses the ideals of nationalism and cosmopolitanism to come up with a 
modest form of CE that is tolerable and acceptable. 
 
 However, despite making these proposals available to the government, they were never 
implemented as proposed at HE level. Instead, as shall be discussed later, partisan notions of CE 
were advanced through NYTS and NSS which simply created patriotic and closed citizenship 
that could only dance to the tune of the regime. This ploy could have been deliberately hatched 
by the government to ensure that, HE did not produce state critics who would challenge state 
capturing, exploitation, and impunity. On a positive note, some elements to address gender 
disparities and social injustices were made through the introduction of affirmative action policies 




6.2 The Nziramasanga report: The aftermath 
The commission came in the context of student unrest in HE, as discussed earlier. The state 
president set up this commission headed by Dr. T. Nziramasanga to find lasting solutions to 
students' revolts. In February 1999, the commission made several recommendations. One of the 
recommendations was that, civic and moral virtues should be taught in schools to change the 
youths who could be guided by Ubuntu (Nziramasanga, 1999). The features of Ubuntu included 
in the 1999 recommendations were generally similar to the indigenous education in Zimbabwe 
which was anchored upon the philosophy of Ubuntu that emphasizes co-existence and respect for 
humanity, love, and empathy among others (Hapanyengwi-Chemhuru, 2014).  
 
Furthermore, proposals were also made to teach human rights and democracy as fundamental to 
CE (Barnes, 2004; Ranger, 2004). While civics was recommended, the type of CE Zimbabwe 
adopted was in contradiction with the report, as it only ended up creating more and more docile 
and mentally blind patriotic students. The commission recommended that CE should be 
formalized at HE level, to create citizens who were conscientised and could easily locate sources 
of oppression and root them out. 
 
6.3 The contestable nature of citizenship after the Nziramasanga report 
It has already been argued that the situation of CE, then, could be explained on the lenses of 
nationalism and cosmopolitanism working in isolation (Hwami, 2012; Matereke, 2011; 
Zimbabwe Human Rights Report, 2007; Ranger; 2005b; 2004). Radical nationalism describes 
activists who defend established views of the state and operate within the restricted set of a social 
contract to achieve political objectives. These political objectives at times are achieved by 
engaging in violent means, which is a direct violation of human rights and democracy.  
 
Other sources reveal that, from 2000, understandings of citizenship and CE in Zimbabwe became 
radical as government renounced the 1980 reconciliation policy, and replaced it with an 
exclusionary, nationalistic citizen and citizenship, which predominantly disregarded whites and 
migrants (Hwami, 2012; Matereke, 2011; Tendi, 2008; Ranchod, 2005). The rhetoric that 'whites 
were foreign to Zimbabwe' was followed by the Citizenship Amendment Act of 2001 which, 
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among other things, ruled out dual citizenship and forced other citizens to renounce their 
citizenship (While culprits of the amended act were mainly whites, it ended up also affecting 
some Africans (Mushakavanhu, 2015; Matereke, 2011; Power, 2003).  
 
From the above narratives, it can be suggested that citizenship in Zimbabwe has been 
contentious and debatable, as it has at times invoked colonial practices within neo-colonial 
practices, including racial and cultural exclusion. What emerges is that, the historical forms of 
discrimination and impunity perpetrated by the whites have continued to manifest in new forms 
of discrimination, such as economic and educational segregation. The fact that, CE has been 
blamed for failing to create a vibrant crop of students who would challenge the status quo 
implies that, Zimbabwe now needs a new form of CE that can help the country create robust 
citizens who can function within the 21st-century context where tolerance, social justice, and 
democracy is a command.  
 
The next sections seek to explore and escalate the debate on CE, by discussing how National 
Strategic Studies(NSS), National Youth Training Service (NYTS), and Affirmative Action 
respectively responded to the call for CE as the pillar upon which a more socially and just 
society could be erected.  
 
6.4 National Strategic Studies and National Youth Training Service:- Implications to 
citizenship education 
As presented in the background, the curriculum offered at lower levels as well as teachers and 
vocational colleges is adequate to provide a sufficient and necessary ground to develop a more 
democratic and just society that can encourage participatory democracy.  To ensure that HE 
participated fully in developing submissive citizens, the Nziramasanga project was 
complemented with the introduction of two educational policies, namely NSS and NYTS. As 
noted by Barnes (2004) and Ranger (2004), the two programs were mandatory and were aimed at 
subjecting students to state values. NSS and NYTS are meant to promote nationalistic ideals as is 




A critical analysis of its implementation and practices demonstrates that, the programmes are 
manipulated by the ruling party, through government orders, to serve interests of the government 
of the day rather than to serve national values and interests. As shall be seen later, NSS and 
NYTS were introduced to 'brainwash' the youths with wilting patriotism and parochial 
nationalism, to neutralize the political power base of the opposition such as the MDC which had 
posed a challenge to the ruling party in 2000 parliamentary elections ( Makumbe, 2003).  
 
In essence, the NSS was highly aligned with political history and was highly exclusionary. The 
ruling party in 2003, using state structures and institutions, unilaterally initiated and imposed the 
teaching of NSS in colleges as well as NYTS for would-be trainees within Zimbabwe and 
potential candidates for tertiary and HE (Mhike, 2018; Nyakudya, 2011).  In principle, the two 
programmes appeared to be valid and legitimate, but they become problematic in terms of 
implementation. In practice, they are taught in partisan ways, which include the selection of 
content that broadly support the status quo. The threshold for the two programmes to come up 
with forms of CE that can uphold principles of co-existence was soiled by the allegations that, 
programmes like NYTS were manned by war veterans who are known to be aligned to the ruling 
party (Mhike, 2018).  Deductively, such tutors are not compelled to offer forms of CE that can 
firmly hold the nation intact, considering that, war veterans are regarded as part of the 
revolutionary struggle and the ruling party, which is, in practice, being defended by the two 
programmes. 
 
Furthermore, through NSS one may detect the emergence of the unresolved tension between the 
elites and the general public. In this case, the tension has escalated into institutions of learning, 
where the elites have captured institutions of learning, resulting in glaring contradictions 
between policy and practice (Kant, 2010; University Amendment Act, 1990), with the elite 
represented by government and HE officials becoming a special group of citizens that is not keen 
and prepared to engage with the broader community in running HE as a public good. For 
instance, at independence CE valued forgiveness and reconciliation policies for past injustices 
(Rwodzi, 2020), but from 2000, with the theatrical appearance of a stronger opposition party, 




Citizenship education through NSS and NYTS took a radical stance. Basic citizenship values 
such as love, peace, tolerance, and reconciliation were thrown into the political dusty bins and 
were replaced by vices such as murder, hatred, propaganda, and the war against foreigners, aliens 
and enemies of the party (Rwodzi, 2020; Tendi, 2010). Basing on these developments, can one, 
therefore, conclude that, the ruling elites through NSS and NYTS possibly wanted to validate 
and legitimize their fallacious belief that they were omnipotent, omniscient, and omnipresent 
since their actions are at great variance with what would be grasped as mere democracy and 
social justice?  
 
The problem of driving and implementing a partisan form of the education system in a purported 
democracy is that, though it may temporarily prolong the life- span of the elites and their allies, it 
destroys citizenry's intellectual prowess in support of rigidity and redundancy. And this claim 
appears to be applicable not only in Zimbabwe but in Malawi  where the MCP with the aid of its 
youth wings used repressive and oppressive means to silence the democratic and critical voice  
(Divala & Shanyanana, 2018). Regarding Zimbabwe, it has been noted that, the government 
through NSS,"... used colleges to build roads and hospitals as if they were construction 
companies, instead of building students' minds ..." (Tendi, 2008:16). As argued by Tendi (2008), 
the idea was not really to erect building but rather teach the youth to be patriotic and ascribe to 
the ideals of the ruling party, hence, becoming submissive to the authorities.   
 
An in-depth analysis of the two programmes reveals non-existence of the provision to either 
develop or allow students to be critical, analytic, and reflective citizens who could equally 
participate in moving the country further in a more inclusive, tolerant, just and democratic 
fashion.  Since the two programmes have been captured by the ruling party through government 
departments, and the Ministry of Higher and Tertiary Education, chances for HE which has a no 
policy on CE to substantively inject civic virtues that can revolutionalise conceptions of 
democracy and CE in Zimbabwe would be a big challenge. 
 
Also, NSS is projected as an intolerant programme by being uncritically inclusive and exclusive 
of what Zimbabwean history is all about. The temptation to advance an unbalanced account of 
Zimbabwe's identity in democracy through NSS is magnified through NSS that predominantly 
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selects content and aspects that glorifies the ruling party as the only patriotic party (Chigora & 
Guzura, 2015), and the opposition, government critics, as well as the whites and aliens are 
projected as traitors and enemies of the state (Fisher, 2010). Thus, the programme successfully 
perpetuates the colonial legacy where the whites would not make a rational analysis of the need 
to treat all citizens as completely equal beings with the capacity and right to contribute towards 
national development for the good of the whole community.  
 
In Malawi, Youth Week was a mandatory one whole week, when all students would be used to 
construct roads, classrooms, toilets, and other infrastructure by the Malawi Congress Party 
(MCP). Literature states that, the government through the ruling  MCP, used the youth leagues 
(Malawi Young Pioneers) to maintain its political grip on power and thwart criticism from its 
perceived foes by employing multiple strategies (Divala & Shanyanana, 2018; Canada Research 
Directorate, Immigration and Refugee Board,1992). For instance, the MCP would empower the 
youth to demand, from citizens entering public places that included markets or boarding buses to 
own MCP, cards (Africa Watch, October, 1990). Also the mutation of the youth wing into a 
national paramilitary youth organization, though overlapping with the party Youth League, gave 
the Malawi Young Pioneers immense powers of arrest and was guaranteed against any police 
action against them. Resultantly, they have functioned as a combination of political militia and 
intelligence networks and could kill without facing the wrath of the law (Africa Watch. October 
1990; Agence France Presse (AFP ), 20 March 1992). 
 
However, one needs to recognize that subjects such as History were naturally neutral, but for 
scholars like Ranger and Waghid, by infusing patriotic notions within these subjects, the value of 
HE within CE becomes redundant (Waghid, 2009; Ranger, 2004). What comes out of this is that, 
in Zimbabwe, political issues advanced through NSS and NYTS continue to replace genuine 
history. Instead of History being used for the acquisition of conceptual knowledge, the subject is 
being manipulated to preserve the interests of the revolutionary state.  
 
A cursory look at the content of NSS and NYTS, as well as how they present narratives of the 
history of Zimbabwe from the colonial era to date, demonstrates the exclusionary nature and 
intolerance of diversity among different tribes and political parties. Besides, the two programmes 
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are tailor-made to falsely convince citizens that, to be patriotic is to be supportive of the ruling 
party (Barnes, 2004). Students are made to blindly and mistakenly believe that, ZANU PF is the 
only political party in Zimbabwe that fought and brought independence to Zimbabwe (Tendi, 
2008; Barnes, 2004). Inferentially, it (ZANU PF) becomes, and is made, the Alpha and Omega 
of what constitutes Zimbabwe and being a Zimbabwean. Resultantly, the party brooks no 
criticisms from within and outside, thereby escalating the destruction of the democratic threshold 
and validating semblances of inequalities and injustices advanced in its name. 
 
Ranger (2004) submits that, a new feature of the History syllabus that had come into force before 
the introduction of genuine patriotic and democratic history which is fundamental to CE, has 
been deliberately manipulated by the politics of cronyism and bootlicking. Since the word 
‘patriotic’ has an ambivalent meaning as it would-imply both radicalism and genuine love for the 
state, politicians have often ridden on this ambiguity to train citizens who are gullible and 
submissive to the ill ideals of the state (Hwami & Runhare, 2009; Tendi, 2009). As a way of 
clinging to power through education and history, the government manufactured a detailed 
nationalist narrative titled 'Patriotic History', which emphasizes forceful anti-colonial struggle 
(Muponde, 2004; Ranger, 2004). This narrative was fundamental in justifying the general 
annexation of white-owned farms and the vicious clampdown of opposition cohorts as neo-
colonial agents (Dansereau, 2003). 
 In his description of patriotic history, Muponde (2004: 176) aptly states that: 
It is a virulent, narrowed-down version of, Zimbabwean history, oversimplified 
and made rigid by its reliance on … binaries of insider/outsider, 
indigene/stranger, landed/landless, authentic/inauthentic; patriot/sell-out … For 
the other to insist on being different is to invite the title of the enemy of the state: 
it is to invite treason charges upon oneself”’ (Muponde, 2004: 176) 
 
When patriotism becomes radical nationalism, it creates citizens who are xenophobic and 
intolerant of foreigners and opposing views. Yet in the globalized era, what is needed among 
citizens is the capacity to live together, guided by the spirit of Ubuntu, which is driven by love 




The impression one gets from this chapter is that, patriotism is mistaken for cronyism and 
bootlicking. This may explain the events in Zimbabwe, where the government is capable of 
controlling citizens through the use of excessive force by the police and the army (Rwodzi, 2020; 
Makumbe, 2003; Scrivner, 1994) when the economy continues to dive nose and no university 
student is willing to die in defence of the only nation they have. The answer resides in the nature 
and form of CE this study has proposed. HE, as Freire (2005), and Kincheole (2008) have 
argued, needs CE that can produce critically conscientised citizens who are fully human, 
globalized, narratively imaginative, creative, and ready to defend their economic and political 
rights.  
 
Based on the earlier discussions, NSS and NYTS were introduced to 'brainwash' the youths to 
blindly defend partisan nationalism and patriotism. In addition, the programmes had multiple 
roles which were broadly named at churning out 'good citizens' whose notions of patriotic culture 
were meant to be uncritical to the system and were inherently undemocratic for its resistance to 
inclusivity and participatory democracy. Thus, the initial efforts by the new government, on the 
attainment of independence, to establish a multiracial democratic society based on equality, 
reconciliation, forgiveness and tolerance, had failed to live by the gospel it had preached. 
Notwithstanding this, there were some efforts by the same government to acknowledge and 
implement the commission's recommendation to promote gender equality. To demonstrate this, 
the next section presents an exposition of how AAG was used, at HE level, to open up more 
space and opportunities for women in the HE system and the broader society. 
 
6.5 The Zimbabwe Council for Higher Education and its ramifications on HE 
The general impression across the globe is that, HE is continuing to expand, and the issue of 
quality cannot be ignored because it is entrenched in any educational enterprise. In generic terms 
quality assurance entangles the enhancement of competition among stakeholders in order to meet 
what would constitute international expectations and standards (Mohamedbhai, 2008). Globally 
information on quality assurance helps in formulating strategies for quality delivery by taking 
advantage of best practices beyond one’s boarders and avoiding already known pitfalls.  
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In Zimbabwe the idea of quality assurance in HE was embraced in early 1990 through the 
establishment of the National Council for Higher Education (NCHE). As noted in chapter five, 
Zimbabwe at independence had only one university with the rest being established from 1991 to 
2010. By 2005 there were fourteen universities, a development which strengthened calls for the 
establishment of a more robust quality assurance body to replace the National Council for Higher 
Education (NCHE) that had been established in 1990.  
The desire to have graduates with the stamina to manage the growing socio-economic demands 
in government’s view needed the erection of new institutions that would provide required skills 
and programmes (Nherera, 2000). This resulted in the birth of, the National University of 
Science and Technology (NUST) in 1991, followed by  Bindura University of Science Education 
(BUSE) in 1996 and Zimbabwe Open University (ZOU) in 1998 (Shizha, 2011). The 
establishment of ZOU was done in the spirit of increasing access to HE through open and 
distance learning- a philosophy that would entail the student’s ability to pursue studies, while at 
the same time one would be at work. On paper the proposal was sound and meaningful 
considering the manpower shortages as a direct response to ESAP.  Government’s efforts to 
expand HE were further complemented by the private sector through the National Council for 
Higher Education (NCHE) established in 1990 that was responsible for receiving and 
considering applications from would-be HE private providers and then make recommendations 
to the Minister before government’s  endorsement.  
 
Zimbabwe Council of Higher Education (ZIMCHE) came into existence in 2006 through an Act 
of parliament at a time when government was at full throttle in its HE expansionist policy to 
correct past imbalances and promote socio-economic development by decongesting the 
University of Zimbabwe (UZ), the only university in Zimbabwe during the first decade of 
independence (Garwe & Thondhlana, 2018; Shizha, 2011). The Act resulted in the evolution of 
the Zimbabwe public universities into relatively autonomous institutions, in which only general 
matters of policy are directed by government (Mlambo, 2005). The mandate of ZIMCHE was to 
promote and coordinate education provided by institutions of HE and to act as a regulator in the 
determination and maintenance of standards in university education in Zimbabwe, in line with 




While ZIMCHE is manned by professional academics, through a Council for Higher Education 
Board, the composition from a critical perspective may be problematic since its members are 
direct ministerial and political appointees. Consequently, this would make the board more pliable 
in fulfilling government’s partisan interests. While one would want to argue that, the rationale 
for the formation of ZIMCHE would have been to provide a conducive locale for HE practices 
by providing sufficient and necessary resources to enhance teaching, learning and research, a 
cursory look at ZIMCHE’s formation would point to the antithesis. A advantageous environment 
does not only constitute availability of resources alone, it should entail creation of systems that 
would expand human capabilities by promoting active participation, democracy and critical 
thinking.  
Reacting to the formation of the ZIMCHE Act, some academics have exuded the propensity of 
body to be an oppressive and repressive unit, run by political appointees and stooges interested 
mostly in pleasing, and glorifying the appointing master, who is The Head of State and 
Chancellor of all state universities, (Manyukwe, 2008). Contrary to this, HE must be run by 
liberated academics and experts with the hunch for developing and contributing towards the 
formation of social justice and democracy. In aligning itself with the government of the day, 
whose forms of democracy has been contested as was shown in the previous chapters, ZIMCHE 
correspondingly showed its lack of democratic and liberal views. Thus, post-colonial 
Zimbabwe’s efforts to redress colonial wrongs did not receive adequate attention from 
government through its educational policies as a result of lack of autonomy by the bodies 
responsible. Government had a lot of influence as shown by the political interferences that 
influence appointments of body, members. The following section gives an exposition on the 
events that led to the establishment of the Zimbabwe National Gender Policy and Affirmative 
Action as a package that informed HE practices. 
6.6 Zimbabwe National Gender Policy and Affirmative Action 
Drawing from the colonial era, women in Rhodesia, now Zimbabwe, have been victims of 
discrimination, in terms of rights and privileges within HE and the broader society. As argued by 
Chikomba, Chivore, Maravanyika, Nyagura and Sibanda (1999) and Zvobgo (1997), there were 
145 
 
very limited opportunities for women in colonial Rhodesia, who had the opportunity to access 
both, lower levels of education and HE. In 1976 only two black female students were enrolled at 
UZ (Manungo, 2010). Upon the attainment of independence, the new government had to embark 
on policies to redress these gender imbalances. To achieve this, the government embraced the 
Affirmative Action (AA) policy which acted as the basis upon which the quota system was going 
to assist female students and other women to close the gap between men and women. AA is an 
umbrella term that refers to a variety of narrowly tailored and highly regulated efforts used by 
employers and educational institutions to overcome past and continuing discrimination to allow 
qualified women and minorities to compete equally for jobs, education, and promotional 
opportunities (Crosby, Iyer &  Sincharoen, 2006). The assumption could have been that, cultural 
practices and other historical experiences, such as colonial history cited before, impeded women 
from realizing their potential and access to socio-economic and political benefits enjoyed by 
men. 
 
Thus, following Rawls’ principles of giving to the less privileged to promote social justice and 
equality in society, the AA policy was adopted by the government as a way to reduce gender 
disparities in education. In appreciation of the role and importance of the Affirmative Action 
policy, Mashininga (2012) reported a sharp increase in female student enrolments in HE 
institutions in Zimbabwe, following the introduction of the Zimbabwe Higher Education 
Affirmative Action Policy in 2012, compared to their counterparts in countries like Ethiopia 
where female absorption into HE has chronically remained underrepresented despite vast HE 
expansion (Lestrade, 2012). The policy effectively allowed female students to be admitted into 
university programmes at slightly lower admissions scores than their male counterparts (Mareva, 
2014). The reasons, though they do not constitute the focus of my study, are based on the need to 
promote equality among students upon realization of past historical situations that are believed to 
have militated against the girl children's ability to excel as their male counterparts. 
 
In support of AA, the Zimbabwe National Gender Policy (ZNGP) (2000) requires that all state 
universities implement gender equity programmes through gender mainstreaming, to ensure 
gender equity in the HE system (Chauraya & Manyike, 2014). Although this policy was meant to 
promote the well-being of female students, it could equally be challenged for promoting reverse 
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discrimination. The argument is premised on the assertion that, female students and women, in 
general, are victims of colonialism and cultural practices. My submission to this thesis is that, 
while the initiative to promote gender equality is a noble one, the policy makes general and 
fallacious propositions that all women are victims of yesteryear discriminatory practices, 
forgetting the existence of many variables that can account for inequalities. For instance, class 
differences contribute to inequalities even among women and men.  
 
In addition, in Zimbabwe, men in the minority tribes and ethnic groupings such as Tonga in 
Binga and the Chewa in Harare and most farming communities, are at a disadvantage, compared 
to the Shona women who are part of the dominant tribe that constitutes the majority in terms of 
the population. Hence, in pursuit of Rawls’ theory of justice, there is need to give more to such 
minority groups than women in dominant groups. 
 
Apart from the above, at the administrative level, HE in Zimbabwe has managed to implement 
the AA policy by appointing a female academic who has made history in Zimbabwe's HE, from 
colonial period to date, by becoming the first female Vice-Chancellor in state universities, 
namely the late Professor Primrose Kurasha of Zimbabwe Open University (ZOU). My take on 
this intellectual case in Zimbabwe’s academic life span, though minute and contentious, is that, 
though government seemed to have demonstrated its willingness to offer a more democratic 
platform in support of equality between men and women, contrary to the colonial era, there are 
problems with the criteria of appointment as stated in the University Act, which leaves the 
decision for the appointment to the Head of State, who is a political character. Unfortunately, in 
Zimbabwe one can hardly doubt that you need to be ‘politically correct’, that is, the supporter of 
the ruling party, for you to get such a post. Thus, the issue of AA though theoretically sound in 
practices, it can discriminate potential characters who do not subscribe to the ruling party’s 
ideologies. Thus, while the policies are generally meant to provide no threat to humanity if 
properly implemented, HE in Zimbabwe, authorities in cohorts with the state authorities and the 
elites, has failed the society at large by emasculating the universities' capacities to operate as 





The chapter has noted that, post-colonial Zimbabwe had challenges in opening up a more 
democratic space for social justice because of the limited number of policies introduced to 
address the matter. While the strides upon attainment of independence were directed towards the 
creation of a society that valued education for all, in terms of implementation, HE has achieved 
less. The chapter has acknowledged the centrality of the Nziramasanga Report of 1999 in 
redefining CE for Zimbabwe and has further located the principles of general CE, which can be 
understood as a medium for instilling values, skills, and attitudes necessary for developing 
responsible globalized individuals of a nation guided by Ubuntu philosophy. Equally, the chapter 
noted that, the introduction and teaching of NSS, NYTS, and Patriotic History was diverted to 
meet the partisan and ideological interests of selected groups of people. On the contrary, the 
attempt by AA and NGPS policies to redress gender disparities and inequalities could not fully 
materialize because of other intervening circumstances driven by selfish ends by people 
occupying corridors of power. Equally, attempts by government to promote quality HE in tune 
with international standards through ZIMCHE could not be fully realised partly due to extreme 
politicisation of the board. The next chapter seeks to give a concise picture of the whole study by 
presenting key arguments and debates around my appeal for a moderate cosmopolitan approach 

















ARGUMENT FOR A MODERATE COSMOPOLITAN APPROACH 
7.0 Introduction 
This chapter presents an argument in defense of adopting a moderate cosmopolitan approach to 
CE in Zimbabwe’s HE. It uses the Ubuntu philosophy as the anchor upon which to develop the 
defense for moderate cosmopolitan in CE at HE. The chapter’s first submission is an exploration 
of the concept ‘moderate cosmopolitanism’ which has been hinted to in the previous discussion 
on forms of citizenship. It stretches the discussion on the value and use of Ubuntu philosophy in 
developing a more tolerant, democratic, and inclusive approach to CE in HE. The chapter 
proceeds by examining the need to adopt a moderate cosmopolitan model of CE at HE in the 
search for a socially just and democratic society in a diversified community such as Zimbabwe. 
To achieve this, the chapter thus, proceeds by reflecting on the general philosophical principles 
of Ubuntu that include communalism, humanism, and forgiveness.  
 
7.1 Conceptual understanding of moderate cosmopolitanism 
As previously argued, being nationalistic and cosmopolitan points to being local and global, 
respectively. In this part of the chapter, the intention is to advance the idea that, a balanced 
citizenry in the contemporary era has to be conversant with knowledge of both, nationalism, and 
cosmopolitanism if social justice, and democratic principles are to remain functional in 
Zimbabwe. The quest for a moderate cosmopolitan approach is a philosophical position that 
appreciates the importance of both the local and global values that obtain in a substantive and 
participatory democracy. An appeal for a moderate cosmopolitan approach may not have 
reasonable grounds if one does not demonstrate convincingly what a moderate cosmopolitan 
approach to CE would constitute.  
 
Moderate cosmopolitan should be understood as a ‘middle-path’ between extreme nationalism 
and liberal or full-blown cosmopolitanism (Tan, 2012; Vertovec & Cohen, 2002). A mix of 
positive elements embedded in both nationalism, and cosmopolitanism constitutes what is 
referred to as moderate cosmopolitanism. Literature submits that, moderate cosmopolitanism is 
not limited by the frontiers of individual nation-states. Rather, it promotes and recognizes 
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cultural diversity and openness across the globe as a whole (Osler & Starkey, 2018; Osler & 
Lybaek, 2014; Ong, 1999). However, what differentiates moderate cosmopolitanism from 
nationalism and cosmopolitanism is that nationalism disagrees with the general and celebrates 
the importance of the specific (local) (Kauffman, 2017; Tan, 2012; Dzur, 2002; Kramer, 1997). 
Deductively, individuals groomed in environments with extreme nationalistic attachments have a 
strong possibility to resist criticism of what they have internalized and believe to be true.  
 
In defense of what constitutes their national interests, culturally and socially, the followers of 
nationalism may validate the discrimination of their critiques without valuing the net effect of 
their localized actions to the lives of the general humanity in terms of social justice and 
democracy.  Inversely, extreme cosmopolitanism upholds, amongst other ideas, that human 
identities are liquefied and not geographically or culturally constrained (Beros, 2016; Tan, 2012; 
Spisak, 2009: Hill, 2000). What the cosmopolitan stance insinuates is that, individuals are at 
liberty to pursue personal goals without being attached or constrained by the demands of one’s 
place of origin. This could be conceptualized as becoming a world citizen (Heater, 1990) 
whereby one is not restricted to a particular environment. 
 
An argument in defense of moderate cosmopolitanism seeks to provide some balance between 
extreme - nationalism and full-blown cosmopolitanism.  In discrediting nationalism in support of 
cosmopolitanism, Nussbaum (2003) argues that world citizenship, rather than patriotism or 
nationalism should be the source of a good society. Nussbaum’s argument is premised on the 
impression that, patriotism and nationalism are fertile grounds for unjustified discrimination and 
exclusion of others who deserve a place in the broader world for their perceived failure to share 
common philosophies that constitute nationalism and patriotism. A clear example is found in the 
history of Zimbabwe from the period of armed struggle to date, where discourse and narratives 
on nationalism and identity have been constantly and consistently used to construct and 
deconstruct nationalists using markers of a tribe, region, and race (Rwodzi, 2020; Mlambo, 
2005). Politically, the language of nationalism was employed as a mechanism of expediency that 




However, my submission in this study resonates on the understanding that, a mix of nationalism 
and cosmopolitanism, which is known as moderate cosmopolitanism, is informed by the desire to 
serve humanity as a whole. On the one hand, nationalism divides people and, on the other, 
cosmopolitanism presents a mistaken view of human existence in a valueless society where 
codes of behaviour are individualistic. To rectify this anomaly and puzzle, a mixture of the 
positive elements of both cosmopolitanism and nationalism would be necessary in bringing 
stability to the society. This view confirms Ong (1999)’s observation that, by mixing nationalism 
and cosmopolitanism, multiple forms of identification and overlapping identities become the 
norm, locally and abroad. Thus, the common ground shared by nationalism and cosmopolitanism 
is what is considered to be moderate cosmopolitanism in this study. Positive demands of citizens 
who believe in nationalism and cosmopolitanism are given equal and fair treatment with the hope 
to build a more socially just, and democratic society that respects rational human differences.  
 
The idea of moderate cosmopolitanism implies an ethical and practical stance. Such a stance 
permits people to rationally, and critically distance themselves from their blind national, 
religious, ethnic and political loyalties - without completely rejecting them, but in order to enable 
them to reflect critically on other cultures and their own position towards them (Beck, 2006; 
Turner, 2002). The logic is that, people’s affiliations to a specific place and culture form the 
necessary background, and context within which to participate, in recognition of the interests of 
the self and others. The above view is more convincing and operational in diversified and 
pluralistic societies, where people with critical mindsets are required to avoid decisions that 
would unnecessarily divide citizens by pursuing partisan matters. What might need to be 
emphasized is the view that, moderate cosmopolitanism exists only as a powerful idea about the 
restoration of social justice, human rights, diversity, inclusivity, merit, and democracy in 
societies that are constantly pulled and pushed from each other by either extreme nationalism or 
cosmopolitanism. 
 
Voronkova (2010) argues that, moderate cosmopolitanism extends membership beyond one’s 
particular territory, to the world at large, by overlapping the narrow confines of a particular 
nation. Voronkova thus appreciates the value of moderate cosmopolitanism in the construction of 




Likewise, I would like to argue here that the principle of universality as espoused by 
cosmopolitans destroys the very basis of limited belonging that is being propagated by an 
extremely narrow-minded and partisan clique of nationalists who wield influence on the forms of 
CE currently driving HE in Zimbabwe. The Zimbabwean approach to CE, driven by radical 
nationalism and patriotic history as discussed in chapters one and six, respectively, relegates 
Zimbabwe to the danger of failing to establish a socially just, inclusive, and substantive 
democracy.  
 
A moderate cosmopolitan is understood as one who can reasonably abandon local and global 
allegiances and practices that would threaten the human goodness. One would rather uphold 
human virtues that ensure that human societies are kept intact despite human differences. Thus, 
through this study, HE in Zimbabwe is exhorted to instill CE skills that have the potential to 
enlighten people on their abilities to acquire reasonable skills of survival in different locales 
despite the existing human and ideological differences. 
 
In support of moderate cosmopolitanism, Nash (2003) admits that moderate cosmopolitanism 
both suspends and cools the ‘hot’ emotions of nationalism and patriotism as well as warm the 
‘coolness’ of cosmopolitanism. The complications of nationalism are a direct result of its 
stronger appeal to emotions, than to reasonable loyalty to the commands of human existence in 
societies. This view ratifies Anderson's (1991)’s observation that the nation creates ‘‘deep 
attachments of fraternity’’ (Anderson, 1991:7).  
 
However, the danger of allowing emotions to overshadow reasoning in decision-making 
processes is that, humanity would fall into Hobbesian’s Leviathan, where everyone would live in 
fear of the state of nature (Hobbes, 2012; Newey, 2008).  In the contemporary era, it would be 
naïve for anyone interested in developing a socially just and democratic societies to out rightly 
select either nationalism or cosmopolitanism because the two should mutually inform 




Naturally, there are moments when rooted individualism as represented in nationalism and 
qualified collectivism as represented in cosmopolitanism, respectively, are both functional and 
healthy in a democratic society.  
 
Thus, the adoption of the moderate cosmopolitan approach is in recognition of the belief that 
human beings, as Aristotle remarked, are by nature social animals (Mulgan, 1990), and their 
existence requires mutual trust that might lead to a socially just and democratic society. The 
following part offers a philosophical defense for moderate cosmopolitanism in post-colonial 
Zimbabwe’s HE. 
 
7.2 An appeal for a moderate cosmopolitan approach 
My argument for a moderate cosmopolitan is premised on the need to strike some balance 
between extreme nationalism and full-blown cosmopolitanism, particularly in HE in Zimbabwe 
through the theory and practice of CE. The study notes that debates on CE raise quite 
fundamental, philosophical, and pedagogical issues with regards to what ought to be taught as 
reasonable in a purportedly just and democratic society.  Questions may also be raised as to why 
and how those forms of CE ought to be taught without interfering with the lives of other human 
beings who may not be sharing the same perspective. In addressing the above matter, I support 
the adoption of Ubuntu philosophy into the HE sector. This is because Ubuntu is a fundamental 
element needed in the reconfiguration and formation of a socially just and democratic society. 
Although scholars have argued that the African philosophy of Ubuntu appreciates formation of 
local identities (Lutz, 2009; Swanson, 2007), the texture of HE should symbolize the quality of 
life among people in a democracy. In addition, various educational practices must equally point 
towards the improvement of people’s forms of life (United Nations Educational, Scientific and 
Cultural Organization, 2007). Practice should draw from the past and present so as to inform the 
future. Thus, HE practices must encourage communities in the contemporary world to rationally 
embrace progressive, local, and global values that are critical in establishing and sustaining 





By becoming the provider and defender of society`s educational needs (Williamson, 2006) HE 
has signed up for the obligation of carrying the philosophical heritage and mantle of the human 
race in influencing the formation of better human societies. However, in post-colonial 
Zimbabwe, just as in the colonial era, HE has been confronted with several challenges that have 
threatened democratic principles and social justice (Zvobgo, 1997). These challenges, though 
contentious, are persistently sweeping across the entire society through a partisan and 
discriminatory education system (Mlambo & Parsons, 2018; Wolbrecht & Hartney, 2014). CE 
that shapes one’s character is not prioritized through the formal HE curriculum, except in cases 
where individual academics, out of volition, would sporadically address civics matters by 
providing certain themes/aspects included in their course outlines. Similar cases are noticed in 
the teaching of modules such as  Introduction to the history of Zimbabwe (BHS101), History, 
heritage studies, geography and religious studies (GZU prospectus , 2011-2013) modules whose 
content and conception of CE are broadly insufficient, narrow and exclusionary to be marked 
and qualified as genuine CE. 
 
Ridiculing the unjustified social inequalities created by colonialism and extended by the new 
dispensation (through HE), Scheurich and Young, cited in Chilisa (2012) avers that:  
when any group within a larger complex civilization significantly dominates other 
groups, …the ways of the dominant group (its epistemologies, ontologies, and 
axiologies) not only become the dominant ways of that civilization but also these 
ways become so embedded that they typically are seen as natural or appropriate 
norms rather than as historically evolved social constructions (Chilisa, 2012:57). 
 
Since Zimbabwe, as argued before, inherited a colonial system of education that thrived on 
segregation and discrimination of others, the contemporary period of diversities requires forms 
of CE that would produce citizens with the capacity to evoke some sense of appreciation and 
respect for human autonomy and freedom.   
 
Zimbabwe’s HE forms of CE and education, in general, have remained largely colonial and 
Western in orientation, serving the interests of the dominant groups (Singh, 2001; Manyumwa, 
1999). Coltart (2016) amply explains this by asserting that, the period dating from the Unilateral 
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Declaration of Independence (white minority rule) up to the present may summarily be referred 
to as  ‘Years of suffer continue’. This is premised on the principle and understanding of the fact 
that, life in post-colonial Zimbabwe has never changed for the better as was promised at 
independence.  For example, HE in conjunction with the government has not adequately 
complemented the government’s initial prospects of democratizing education for the benefit of 
everyone.  
 
Although government’s policy on teaching all indigenous languages as prescribed by The 
Education Act of 1987 (Education Act, 5/1987) never saw full light of day at lower levels, HE 
did not complement the efforts shown by lower levels except in very few cases where a few state 
universities partially added two more languages out of the sixteen languages in the country, in 
addition to Shona and the Ndebele, the languages of the two dominant ethnic groups, 
respectively.  HE’s failure to appreciate the importance of recognizing and acknowledging the 
‘minority languages’ in the HE system sets the wrong precedence in the construction of a 
socially just and democratic society that fully recognizes equality of citizens. Thus, the colonial 
legacy of exclusion and discrimination was inherited and escalated by the new dispensation 
using the former colonial institutional structures.  
 
From the above experiences, one would then wonder why the new government could not 
obliterate exclusionary and discriminatory practices in their new approaches to democracy, 
considering that, discrimination of other persons constituted part of the grievances that led to the 
armed struggle against the colonialists. Thus, a proposal for Ubuntu is meant to address this 
anomaly where other human beings are unjustly segregated by selected groups, in a society that 
is supposed to be democratic.  
 
My argument in defense of Ubuntu would support the idea that Ubuntu is a human quality of the 
good in humanity itself. This quality is universal and as shall be shown in this chapter, Ubuntu 
radiates with humane virtues, regardless of race, tribe, ethnicity, village, or family. Ubuntu is 
thus perceived differently by different people since it is contextually bound in terms of its 
manifestations. But, despite all the controversies and allegations leveled against it by scholars 
such as Enslin and Horsthemke (2004) and being criticized as a mere set of beliefs (Waghid, 
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2020), I still maintain that the be-ingness of Ubuntu remains ontologically the same globally. I 
also argue that Ubuntu is meant to preserve and give out the good among men both at local and 
global levels. No person can monopolize Ubuntu for it is entrenched naturally in every person’s 
heart.  
 
To further escalate the problem of no-compliance by HE in the provision of more democratic 
space and civic awareness regarding their rights, The Nziramasanga Commission Report on 
Higher Education and Training in Zimbabwe of 1999 recommended the teaching of CE and 
human rights, democracy as well as Ubuntu (Muropa, Kusure, Makwerere, Kasowe  & Muropa, 
2013; Nziramasanga, 1999) in line with global trends. However, the proposal was never 
implemented in HE (state universities). Possibly, it was because the new government feared that 
debates on human rights and democracy would also help expose its shortcomings. Hence, taking 
of a ‘no standing policy’ on teaching and learning of CE at HE could have been a ploy by the 
political elites to prolong their term of office that gave them an advantageous position in society.  
 
However, by not exposing students to the global discourse on human rights and democracy, the 
government was in a way doing a disservice not only to the Zimbabwean community, but, to 
humanity as a whole. This is premised on the understanding that institutions of HE in Zimbabwe 
are not church organizations or provincial institutions. In fact, they (HE institutions) are 
international bodies that are expected to serve public human needs and goods. Thus, international 
HE students from more democratic societies whose discourse on rights and democracy constitute 
critical packages of human development would be shocked at the absence of human rights 
debates at local HE institutions.  
 
If Ubuntu is adopted as a full package for HE targeting CE, citizens both at local and global 
levels would develop better ways of relating with each other. According to Khoza (2012) lack of 
appreciation of the differences between nationalism and cosmopolitanism constitutes part of the 
problems facing (African) education today. However, Ubuntu has the potential to embrace local 




Ultimately, HE practitioners who are disciples of Ubuntu philosophy would contest  the 
colonially misleading view that, ‘the best in terms of human goods and values can be found only 
from European history and culture’ (Ramose, 1999), as well as the fallacious post-colonial claim 
that, without the revolutionary party, post-colonial nations would have no history to talk of. A 
moderate cosmopolitan position would thus, become a product of human engagement that targets 
the good in both, the West and the locals. For instance, the teaching of Zimbabwe’s history 
would open up more space, and allow comparison with the histories of other nations of the 
world. This would contribute towards the development of a balanced citizenry who can engage 
in rational analysis and could take care of parochialism, blind patriotism and partisan nationalism 
that have contributed to the unjustified discrimination of other citizens.  
 
With the adoption of education for Ubuntu at HE, citizens in all sections of the society would 
develop better ways of chlorinating unjustified discrimination of fellow humans. Resultantly, a 
morally just, tolerant and democratic society, free of unjustified discrimination and exclusion of 
others would prevail.  
 
The other advantage of having Ubuntu, as a unit in HE, is to demystify the colonial, and big 
brother mentality that has corroded the socio-economic, and political fabric of the broader 
society. Ubuntu would bind people together despite their differences. Gil (2010:3) notes that:  
“at colonization point, the mission was not only to conquer physically but 
annihilate African thought systems and values. The project was to create two 
dichotomies, one primitive, traditional African versus civilized, modern European 
discoveries.”  (Gil, 2010:3). 
 
In part, this would explain why during the colonial period HE was marred by forms of CE that 
formalized racism and validated white supremacy (Singh, 2001 & Marx, 1995). What emerges 
from the above remarks is the idea that African (Zimbabwean) culture, which is responsible for 
indigenous identity formation and epistemological patterns of beliefs were aggressively disturbed 




In addition to the above, the postcolonial system extended the discriminatory system by arm-
twisting and transmogrifying forms of segregation from racial to include the economic, ethnic, 
regional, and political (Rupande, 2015; Chung, 2006; Sachikonye, 2003; Makumbe, 2002). 
Whatever reasons could be advanced in support of colonial and post-colonial HEs position 
regarding CE, the undisputed fact suggests that both forms of governments worked against the 
formation of a stable society by crafting policies that were against social justice and democracy. 
This is evidenced by socio-economic and political instabilities that characterized HE in both 
episodes, as students registered their   displeasure at misgovernance. So, the adoption of Ubuntu 
philosophy would be a positive gesture that HE should capitalize on, and become the ‘moral 
campus’ responsible for harmonious human integration.  
 
The adoption by HE of draconian practices such as those enshrined in the University 
Amendment Act of 1990, POSA of 2002, AIPA of 2002 and HE’s implementation of partisan 
educational programs such as NSS and NYTS as discussed in chapters five and six demonstrated 
that HE institutions were meant to stifle engagement and critical voices. This does not augur well 
with the civic virtues of Ubuntu that favor public deliberations and consensus in decision making 
(Waghid, 2005; Wiredu, 2004). In my defense of Ubuntu, I proffer the position that, decisions 
are supposed to be made with others, neither for others nor about others. 
 
This position is premised on the understanding that, individuals and the group are ontologically 
equal partners who deserve to be heard and participate in decision making. The Ubuntu 
dimension of equal treatment of persons through HE fits well with Rawls’ theory of justice as 
fairness that advocates a strong hunch in demand for the equal treatment of persons in the 
society, despite their differences in their social standing. It is the responsibility of the state to 
ensure that, there is a mutual relationship between the advantaged and the disadvantaged 
members. Ultimately, human relationships must constantly be monitored for the good of society 
and democracy. 
 
Citizens who would opt to remain either strict nationalists or extreme cosmopolitans on the 
assumption that they would want to preserve their identity undiluted, run the risk of developing 
blinkers in terms of making informed, just and democratic decisions. Such blinkers would 
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compromise their levels of criticality and reasonableness in responding to contemporary 
challenges that would require broadminded citizens who would rationally make fair judgements. 
Thus, an immoderate nationalist has the risk of losing out critical benefits associated with being a 
liberal-communitarian democrat as envisaged by the proposed moderate cosmopolitanism which 
demands acceptance of diversities. So, the extreme positions taken by Mutwa (cited in Sono, 
1988) which persuade Africans to scrutinise the world with Africa’s cultural lenses would not 
suffice because current socio-economic and political practices require human solidarity that 
embraces humanity as a whole. 
 
In Zimbabwe, it would  thus be mischievous  and preposterous for anyone to imagine the 
existence and / or recovery of a virtuously homogeneous Zimbabwean culture or forms of CE 
proficient enough to stimulate the formation of a socially just and democratic society that is 
insulated from external influence.  
 
A moderate cosmopolitan approach to CE sits well with Rawls’ notion of justice as fairness. As 
argued by Rawls (2003), justice as fairness demands the equal treatment of human beings and the 
reduction of inequalities by taking away what is considered excess from the advantaged and 
donating it to the disadvantaged. The relationship between HE practices and the broader society 
must be mutually harmonious and powered by deliberations for the good of all citizens. This 
concurs with Nyerere (1968:44)’s declaration that “…education should have a proportionate 
relevance to the society we are trying to create… children…learned by living and doing.” What 
can be mined from the above assertion in defense of Ubuntu driven education system is that, 
education must be pragmatic and develop responsible citizens who are conscious of their 
consciousness in addressing the socio-economic and political demands in society.  
 
As the study has proposed, this is possible through the provision of education through Ubuntu. It 
is similar in its operation to the model of CE that promotes education through citizenship that 
encourages citizens to be actively involved and conscious of what would be obtaining in society.  
 
However, the current HE system in Zimbabwe does not present an adequate opportunity for the 
development of education through Ubuntu. It ironically favours education   which   distances the 
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subjects from objects. As Chowdhury (2016), Shumba and Mawere (2012), Zinyama and Tevera 
(2002) summarise HE in Zimbabwe only prepares and churns out intellectuals who are morally 
wanting and unproductive because they cannot constantly and consistently care for and support 
their communities as well as influence transformation processes. Failure by HE to develop 
pragmatic intellectuals is a direct contradiction of the general African traditional notion of 
‘educatedness’ which ensured that every citizen would contribute in a unique way, towards 
societal development (Ocitti, 1994). To be educated, thus, entails the ability to show the 
connection between the mind constructs and its applicability in real world of experiences for the 
benefit of humanity. 
 
An argument in defense of moderate cosmopolitanism strives to provide some balance between 
extreme - nationalism, and cosmopolitanism. My defense is anchored on Ubuntu which appeals 
for the need of HE to consider the place for a commitment towards critical reasoning. Critical 
reasoning is considered to be one of the fundamental requirements for the sustainability of 
moderate cosmopolitanism, and it resonates well with the Ubuntu philosophy that promotes 
tolerance and coexistence (Waghid, 2020; Higgs, 2012; Wiredu, 2004).  Ubuntu further points 
out that, there is need to have deliberations on the cordial and mutual relationship between the 
individual and the broader community (Waghid, 2005; Wiredu, 2004; Ramose, 2002). This is 
essential in promoting just and democratic communities since all members are given the platform 
to participate in decision-making processes. In addition, Wiredu (2004), amply points out that, 
the significance of human engagement is essential in assisting human beings to arrive at 
reasonable conclusions as moral beings despite their differences. 
 
 In this study, through public engagements and deliberations of individual and group interests, 
decisions that affect human relations would be weighed and brought before the public sphere, for 
critical analysis with due respect to differences that exist among the people. The idea is to 
minimise and or avoid unjustified discrimination of others who equally deserve equal standing in 
society. This understanding resonates well with John Rawls’ social contract theory of social 
justice which demands the respectful treatment of fellow-beings in disadvantageous positions 




HE is expected to complement this by giving deserving students and staff the critical and 
necessary help for the good of society. Resultantly, HE is thus, supposed to provide a level 
ground for students from different social standing through the awareness and adoption of policies 
such as education for all and AA so as  to enhance equal opportunities, and access to HE, 
notwithstanding political affiliation or tribal and ethnic history . 
 
Also, Waghid (2009) and Makumba (2007), in agreement with Wiredu (2004), aver that, public 
deliberations on Ubuntu are fundamentally critical in providing a fertile ground to agree or differ 
as reasonable individuals who are aware that, their differences could be good for the community. 
In a way, the ability to reason from the heart in Ubuntu assists in eliminating the propensity by 
the selected groups and individuals to monopolize public resources in favor of the entire group.  
 
The demand for deliberation in Ubuntu philosophy invites all members to be active participants 
in decision-making processes, on matters that affect the individual, and the community. This 
would either eliminate or minimize chances of unfairly discriminating against other citizens and 
or groups of people and result in the construction of a socially just and democratic society. The 
teaching of national history in a partisan manner, as proffered in patriotic history, and NSS 
adversely affect the ideals of Ubuntu philosophy that have high respect for persons both at 
individual and community level (Molose, Goldman & Thomas, 2018). 
 
On another note, HE practitioners should realise that, in Ubuntu philosophy, if one naively 
supports or criticizes his/her colleague or community, one would be self-inflicting or ‘scoring an 
own goal’. Ubuntu is omnipresent and omniscient and people are thus encouraged to make self-
introspection and think of others in terms of decision making. As such, I submit that HE 
practices preserved with Ubuntu, should vigorously fight to eradicate the wedge of unreasonable 
discrimination, haranguing post-colonial Zimbabwe as a result of past historical injustices which 
cannot be relived but can only be corrected through engagement and deliberations for the good 




To demonstrate that Zimbabwe’s education system has lost its socio-economic and political 
magnetism encrypted in Ubuntu, I am not hesitant to refer to the recent poetry on Zimbabwe by 
the late Zimbabwean artist, Charles Mungoshi, (2019), thus: 
ZIMBABWE 
The land of generals without war. Professors without discovery. Politicians 
without ideology. Democrats without democracy, Elections without winners or 
losers. Wealth without prosperity. Religion without piety. Leaders without vision, 
The oppressed without worries. Courts without justice. Criminals without fears. 
History without glory. Heroes without honour. Artists without taste. Intellectuals 
without thought. Terrorists without identity. Appointees without life. Hunger 
without famine. Change without progress. Next level without foundation. 
Democracy without citizens. Unity without love. Heroes without sacrifice. 
Policies without plans. Crimes without culprits. Saints without humility. Integrity 
without performance. Wars without enemies. Billionaires without business. Youth 
without dreams. Elders without wisdom (Mungoshi, 2019). 
 
Relative to the proposed moderate cosmopolitan CE, the above poetic declarations point to a 
country that is in socio-economic and political lethargies and disarray. This is despite that 
Zimbabwe has several institutions of HE which have produced thousands of graduates. There is 
abundant evidence that would point to a deficiency of fundamental principles of Ubuntu 
philosophy, as the cause of the destruction of the general fabric of human society by both, the 
agents and victims of the vices. An Ubuntu driven HE system would assist the guilty party and 
the targeted party to reason together. Through deliberations, they should take stoke of individual 
and collective responsibility in establishing a socially cohesive society, fertile for the 
development of just and democratic society for everyone. Counterfeit action and non-action, in 
Ubuntu, I submit, is equally destructive to the values of democracy. A moderate cosmopolitan 
philosophy grounded on Ubuntu is thus, designed to develop educated citizens who would 
contribute magnanimously towards the benefit of the individual and the broader community 




A curriculum-driven by Ubuntu values would uphold individual rights from a liberal, and 
communitarian point of view. My argument is that, both, the individual and the broader 
community need to mutually work together for the growth and stability of society. Wanjohi 
(1981: xvi), cited in Mukusha (2013) states that “Mutual social responsibility was a virtue that 
was given a high priority.” As such, Ubuntu education curricula would enable learners to engage 
in a more dialectical self-reflective manner which would allow citizens to be broadly minded, see 
and value the local and global virtues that integrate humanity.  
 
An education imbued with Ubuntu could be further defended in the context of colonial practices 
that had divided society apart as discussed in chapter five. The culture of inferiority and 
superiority complex instilled and bequeathed by the colonial system, and then protracted by the 
new dispensation, has made it impossible for HE graduates to be agents of a socially just and 
democratic society. One of the reasons which is fundamental is the lack of Ubuntu principles as 
the key drive needed in cultivating human virtues that would embrace equality and self-belief 
among citizens. The culture of ‘othering others’, does not have space and value in Ubuntu 
because, it would result in the manipulation of others thereby defacing the threshold of 
democracy and equality despite differences among the citizens. As Du Bois notes,  
 
“Students of Africa, especially since the ivory-sugar-cotton-Negro complex of the 
nineteenth century, became hag-ridden by the obsession that nothing civilized is 
Negroid and every evidence of high culture in Africa must be white or at least 
yellow.” The proposed moderate cosmopolitan approach engrossed in Ubuntu, is 
thus meant to develop a just society of equal beings who value cohesion (Du Bois, 
1996:34)   
 
The proposal for an Ubuntu philosophy in education would be more effective if HE considers the 
contributions of people’s culture in the growth and development of societies (Mararike, 2001; 
Lawton, 1983; Awoniyi, 1979). From the above scholarly view, we conclude that, education 
does not take place in a vacuum, and it is in the society that is inhabited by people with Ubuntu 
that an informed and substantive CE can be established. Thus, in a heterogeneous nation like 
Zimbabwe, one is expected to canvass knowledge and skills of different groupings as a way of 
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enhancing co-existence. Failure to acknowledge these socio-economic and political diversities 
would contribute towards social disharmony even if the community were made up of educated 
persons with prefixed titles such as professors, doctors, and the like yet devoid of Ubuntu 
principles.   
 
 Through a moderate cosmopolitan conception of CE at HE, Rawls’ theory of social justice as 
equality, fairness, and the ‘difference principle’ are integrated to ensure that the existing tensions 
between nationalism and cosmopolitanism do not soil the threshold of social justice and 
democracy. Ubuntu in education would insulate the Zimbabwean society from being soiled by 
unjustified discrimination powered by blind nationalism and cosmopolitanism that seek to 
unnecessarily root and unroot citizens respectively from the communities of existence (Ekmekci 
& Arda, 2016). Chances are that, with Ubuntu philosophy, Zimbabwe would regain her previous 
status of being an epitome of social justice and substantive democracy (Becky & Mills, 2012), a 
title that is currently contested and in comatose for various reasons. Since it is a human 
inclination to belong to a peaceful and organized society, justice as fairness advanced by Rawls 
can be considered to be a viable theory, as it recognizes differences among people as non-
consequential to the establishment of just and democratic societies (Rawls, 2003).  
 
Moderate cosmopolitanism is relevant in studying Zimbabwe’s HE system where a narrow, 
exclusionary, patriotic, and nationalist approach to CE as cited in chapters one and six is an 
apparent threat to substantive democracy and social justice. As noted by East, Stoke & Walker 
(2013) and The Lincoln Project (2016), CE in its present form seems to credit extreme 
nationalism contrary to the expected roles of HE. Ultimately, the curriculum ends up serving the 
interests of the most powerful, and their associates at the expense of the common good. Thus, the 
theories of cosmopolitanism and nationalism juxtaposed to justice as fairness, peddled by Rawls, 
could be the best launching pads for a moderate cosmopolitan approach to CE in twenty first 
century Zimbabwe’s HE system.  
 
Further defense for a moderate cosmopolitanism is also affixed to John Rawls’ theory of social 
justice where a just society is justified as one with citizens whose inequalities are pragmatically 
essential and defended by the states’ intervention by distributing resources fairly between the 
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advantaged and the disadvantaged members. With reference to the theory of fairness and 
equality, Rawls (2003) avers that a sense of justice would entail the capacity to understand, 
apply, and act from a public conception of justice where persons are free and equal. As such, 
Ubuntu in HE sector would facilitate in instituting the hallmarks of a liberal democratic 
constitution that would support egalitarianism (Enslin & Horsthemke, 2004; Deveaux, 2003; 
Dugard, 1998) because of its strength in appreciating and valuing human dignity. In concurrence 
with the above, Keevy (2008:374) discerns that “Ubuntu embodies not only values and morals, 
but also justice”. This is in harmony with Rawls’ principle of justice where Ubuntu is perceived 
as a moral principle that cherishes fairness and promotion of the right actions in society.  
 
In addition, a moderate cosmopolitan approach is credible for its appetite for criticality, 
deliberation, reflective decision-making processes, and the desire to restore human dignity. 
Resultantly, all forms of human misery, perpetrated by various forms of injustice would become 
immoral and must be questioned, reinterpreted, and transformed for the good of the self and 
community at large.  
 
The discourse of Ubuntu as I perceive it entails love for the good and it must be grasped as a 
human philosophy applicable to all rational beings who love what is good. What is good, I 
submit is universal but people differ in how they experience the good. However, our failure as 
persons to unanimously hit on ‘the good’, does not make ‘the good’ problematic and 
subjective/relative.  
 
In Ubuntu philosophy, as I reason out, the good fundamentally manifests itself through the desire 
by all rational beings to live, to be loved, associated, and respected. It would be a different case 
and dependent upon one’s choice to decide on how to live, and for how long especially for 
people who commit suicide and voluntary euthanasia-and people can as well decide or on who to 
associate with, whether to participate or not as well as whom to respect and why. Personal 
choices that one makes with regards to the above would thus invite some moral judgments which 
would be subject to evaluation as well. Thus, the moderate cosmopolitanism approach demands. 
HE to utilize the availability of Ubuntu philosophy to advance constructive criticisms that would 
take the nation forward with every citizen participating freely for the peaceful cohesion of 
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society. Ultimately, the society would be saturated with responsible citizens who would act as 
the ambassadors of the good embedded in Ubuntu philosophy that values the amalgamation of 
humanity as a whole. 
 
In my final submission, I argue that HE practices grounded on Ubuntu, in a cosmopolitan world, 
are essentially progressive and enable the development of responsible, level headed and 
accountable citizens. In dismissing public utterances by some Zimbabwean citizens insinuating 
that Corona virus is a white men’s disease, and punishment on the Europeans for the illegal 
sanctions imposed upon Zimbabwe (Mutsaka, 2020), and in reverse, the proposal by some white 
scientists to test the effectiveness of drugs for the corona virus on Africans (Rosman, 2020). In 
defense for Ubuntu philosophy, I argue that, both cases cited above signal the need to summon 
Ubuntu philosophy as the tranquiliser of moral deficiency that has paralysed and crippled 
humanity. Ubuntu by nature does not provide room for celebrating death and suffering, even of 
one’s enemies. Instead, Ubuntu cherishes humanity compassion and sympathy in times of human 
tragedies (Nxumalo & Mncube, 2019). That is why even the poorest person including the 
mentally challenged people in communities guided by values of Ubuntu would deserve decent 
burial accorded to any other person. In concurrence, the Shona people aptly say so in their 
proverb which says, ‘murombo munhu haavigwi seimbwa’ (A poor person is human, once dead, 
s/he cannot be buried like a dog). Equally, in both cases cited above, (corona debacle), there is a 
need to reconsider the value and dignity of human life despite one’s racial and genetic make or 
social standing.  
 
The philosophy of Ubuntu initiated in Zimbabwe by Samkange and Samkange (1980) and 
applauded by the Nziramasanga Commission of 1999 is critical in ensuring that people’s human 
condition is not constructed and constrained through mere African or Western hegemony and 
ideology (Chilisa, 2012). Thus, a moderate cosmopolitan approach to CE is a proposal for the 
use of Ubuntu philosophy as the foundation upon which HE in Zimbabwe could disrupt 
hegemonic practices that threaten coexistence, tolerance and social justice in the process of 




The proposed model is an offer for rational beings to collectively identify the problems and 
possible explications that might be offered in order to address the ruptured fabric of social justice 
and democracy in Zimbabwe that has manifested itself in various forms including state capture 
and the privatization of public institutions by the political elite in a bid to serve personalities, 
racism, tribalism, corruption and misgovernance (Sachikonye, 2003; Makumbe & Compagnon, 
2000). Thus, a proposal for a moderate cosmopolitan approach to CE guided and grounded on 
African Ubuntu supported by Rawls principles of fairness and equality in establishing a socially 
just and democratic society is a legitimate cause. 
7. 3 Summary  
The chapter has observed that CE should develop a more democratic, tolerant, and socially just 
citizenry who do not unjustly discriminate against others. The tension between nationalism and 
cosmopolitanism requires a reconsideration of education for Ubuntu at HE level in 
Zimbabwe. Though it is conceptually contentious Ubuntu is critical in informing and guiding 
humanity on how to relate virtuously in a more pragmatic, progressive, just, and democratic way 
despite differences. Since Ubuntu is built upon the threshold of the human heart that is saturated 
with the good and love of humanity in its entirety, the adoption of education for Ubuntu would 
equally and essentially be important in influencing human integration in societies where social 
justice and democracy are under threat. The next chapter seeks to give a concise picture of the 
whole study by locating key arguments that constituted the debates around the search for and 









CHAPTER EIGHT   
KEY ARGUMENTS AND THEIR IMPLICATIONS FOR HIGHER EDUCATION IN 
ZIMBABWE 
8.0 Introduction  
 This chapter summarises and concludes on the study’s   appeal for a moderate 
cosmopolitan approach to CE at HE level in Zimbabwe. The summaries are based on   
research questions presented in chapter one. The study proffers some implications of CE 
to HE and proceeds to make some recommendations on what might be done to enable HE 
in Zimbabwe to adopt a moderate cosmopolitan form of CE that is grounded on Ubuntu 
philosophy.  Ubuntu is viewed and considered to have the propensity to establish some 
stability between the demands of nationalism and cosmopolitanism in search for a 
socially just and democratic society. Finally, the general conclusion is outlined to wrap 
up the whole study. 
The researcher found it necessary to revisit the main research question, and its sub research 
questions, which guided the study in arguing   for a moderate cosmopolitan and  it’s implications  
to HE and CE   in Zimbabwe. The main research question was constructed as follows: 
Why is an appeal for a moderate cosmopolitan citizenship education in Zimbabwe’s higher 
education significant?  
Sub-research questions: 
1. What are the various forms of citizenship education? 
2. How is citizenship education conceptualized in the higher education system? 
3. What is the place of citizenship education in Zimbabwe’s higher education system?  
4. Why is Ubuntu significant in an appeal for a moderate cosmopolitan citizenship education in 
Zimbabwe’s higher education? 
 It is also important to note that a philosophical conceptual analysis was adopted to re-interpret 
the concept of CE examining whether the denunciations leveled against CE in Zimbabwe are null 
and void. To clarify the above, a critical and systematic inquiry into the fundamental principles 
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underlying CE as well as an examination of documents, policies, ordinances, and other relevant 
sources that speak to the subject matter were explored. A philosophical inquiry helped me to 
employ an in-depth analysis of the existing literature which ultimately contributed to the 
development of a theory of moderate cosmopolitanism using the lenses of Ubuntu philosophy.  
8.1 Key arguments of the study  
In addressing the research question that required an exploration of various forms of CE, it 
emerged from literature that CE is a highly contested subject matter. In terms of the place of CE 
in Zimbabwe’s HE, there is dearth of literature as alluded to in Chapter one. The scanty literature 
which sporadically and indirectly addresses CE in Zimbabwe does not explore much into CE as a 
discipline that requires critical attention and analysis. Ultimately what is being touted as CE at 
HE is a narrow version of CE which is designed to prepare and nurture narrow-minded and blind 
patriots who can hardly embrace diversity.     
Discourses and arguments on CE showed that there are multiple versions of CE which depend on 
the context and structure of society. The study concluded that the nature and forms of CE given 
to citizens in Zimbabwe were limited in that they promoted passivity, docility, and unjustified 
exclusionary practices, as argued in chapter two. Literature further revealed that the idea of 
teaching critical CE at HE was a new development that could be conceived from two levels: the 
global and local. Globally, CE is formerly taught as part of the national curriculum, while locally 
in most African countries, the idea is manipulated by the ruling elite to serve partisan interests. 
Thus, one can conclude that in most post-colonial states, CE is not effectively promoted in HE 
for multiple reasons that would include fear of criticism and revolt among others. 
 
Regarding why Ubuntu is significant in an appeal for a moderate cosmopolitan CE in 
Zimbabwe’s HE, literature and debates on nationalism and cosmopolitanism clarified that, 
though the two are seemingly different, as discussed in previous chapters, internally, the two are 
related in various ways that are crucial in influencing the theory and practice of the proposed 
moderate cosmopolitan form of CE. Thus, challenges and shortfalls rooted and stimulated by 
extreme nationalism and full-blown cosmopolitanism would make it difficult to adopt only one 
of the principles independent of the other, if a more just, deliberate, free and democratic society 
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were to be achieved, particularly in Zimbabwe, where the two can wrongly be assumed to be 
incompatible. 
8.2 Implication of thesis conclusions to HE and CE in Zimbabwe 
With regard to the misrepresentation of the concept of CE in Zimbabwe for the sake of 
expediency by the selected groups, and the inadequacy of information on CE at HE level, the 
implications are that HE practices would continue to promote partisan and unjustified 
exclusionary practices where other citizens who deserve equal standing in a democracy are 
denied it.  
Misuse of the concept CE especially at HE through programmes like NSS, NYTS and Patriotic 
history could be counterproductive if the programmes respond more to partisan political voices 
than the public good. Thus the values of Ubuntu embedded in both nationalism and 
cosmopolitanism that support co-existence, love, freedom and justice will be threatened.  
The study was instituted on the belief that not much, has been done on the concept of CE at HE 
in Zimbabwe in terms of its meaning and theoretical underpinnings. As such, lower forms of CE 
that promote intolerance, passivity and docility would continuously migrate into HE. Resultantly, 
the threshold of substantive democracy would be sacrificed. 
 
 Through an in depth philosophical analysis of literature available, key arguments unearthed the 
possibility of having some moral intricacies around the theory and practice of CE because of its   
contentious nature. Chances are that, CE that is not grounded on firm ground and principles that 
serve humanity would cause unjustified suffering and exclusion of other citizens who deserve an 
equal standing in a democracy. Thus, an appeal for a moderate cosmopolitan approach to CE at 
HE anchored on Ubuntu philosophy would be critical in ensuring, and guaranteeing peace, 
harmony, and a spirit of brotherhood, togetherness, respect, solidarity, teamwork, unity, 
reconciliation, and hard work among other important values (see also Bondai & Kaputa, 2016).  
8.3 Recommendations from the study 
Basing on the arguments and literature on HE, the following recommendations are suggested:  
 The current policy of ‘no policy’ on CE at HE in Zimbabwe could be phased out and 
pave way for a HE curriculum that specifically addresses matters of CE as formal and 
170 
 
written policy not mere action. Written and formal policy would help in reminding 
stakeholders of their responsibilities as custodians of social justice and democracy if 
anything goes astray. 
 Dearth of literature that addresses HE and CE in Zimbabwe, reminds the current and 
potential authors, researchers and academics involved with the theory and practice of 
citizenship matters to take the full responsibility and courage to reconsider the adoption 
of African philosophy of Ubuntu in HE curriculum. If properly executed, Ubuntu has the 
potential to address challenges such as exclusivity, unjustified discrimination, inequalities 
and intolerance. 
 Institutions of higher learning should serve the purpose of producing citizens with the 
skills and knowledge necessary to participate in the formation and maintenance of 
socially just and democratic societies. 
 HE institutions, through their autonomous status, should consistently behave and espouse 
ethical behavior in their work environments. This could be exhibited through interactions 
with students and staff where HE and government are relentlessly supposed to uphold 
democratic principles in search of social justice and the public good. In addition to this, 
HE should tolerate young people’s aspirations to live and develop in the philosophy and 
practices of democracy within the confines of Ubuntu.  
 The government, through its various socio-economic and political influences, needs to 
develop a new political epistemology and an emancipatory project in all HE structures to 
ensure that, institutional autonomy is restored and respected. To promote an autonomous 
university through forms of active CE that are more inclusive and non-partisan, there 
ought to be a clear professional separation of roles and powers between government and 
HE management. This would open up a more democratic space that can cherish the 
values of Ubuntu that would embrace both liberal and communitarian views without 
challenges. Ultimately, a new culture may erupt in Zimbabwe that would appreciate and 




  The government and potential funders of HE are recommended to take the responsibility 
of constantly and consistently supporting HE as a matter of principle. Through free and 
rational democratic deliberations, students who cannot survive under government’s 
current austerity measures without intervention from funding institutions would need to 
get assistance so that their hopes of attaining HE qualifications and ploughing back into 
the community would materialize with minimal challenges.  
  Given the divisions within the student body in HE induced and powered by the macro 
politics pitting the ruling party and the opposition, the study recommends a complete 
reconfiguration of the student body to remain focused on pertinent issues that affect them 
as a critical constituency responsible for the future nation. This may help the students to 
approach and participate in the socio-economic and political world view with a rational 
mind and without blindly pursuing the divisive and partisan politics that seek to advance 
selfish and idiosyncratic gains of the selected groups at the expense of the broader 
community. An empowered student body would become an important voice in critically 
defending the voiceless and disadvantaged members of the society. 
 When, appointing top university management, especially the VC, government authorities 
should not take this constitutional right as an excuse to capture institutions of HE in 
defense of partisan interests of the ruling party. The appointment of VCs in state 
universities must be motivated more by the demand to meet and maintain professionalism 
and work for the public good rather than pursuing parochial interests. VCs must be given 
some latitude to exercise their autonomy in driving HE in the direction that would help 
HE to maintain its texture of a HE system that is responsible for the public good and 
creation of social justice values for the society. This could be possible if the VC’s offices 
are convincingly crafted in ways that they do not appear like extensions of the ruling 
party and government.  
 The fact that HE is a meeting point of all people across the globe and political divides, 
curriculum planners and authors on HE and CE are recommended to develop a more 
inclusive and balanced curriculum that takes cognisance of the current trends in HE. This 
has the potential to develop citizens who can rationally embrace and celebrate diversities, 
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without blindly including and excluding others for the benefit of the elite. Ultimately, this 
would thwart efforts for the establishment of a socially just and democratic society. 
8.4 Contributions to the study 
Given the philosophical view that nationalism and cosmopolitanism in their extreme forms aim 
to protect local identities and uproot the individual to become a world citizen, respectively, the 
study has noted the importance of blending the two through Ubuntu philosophy. In this study, 
Ubuntu is understood to be both cosmopolitan and nationalistic. The heart, which is the center of 
what constitutes ‘the good’ and love that is pursued by all people, despite their differences, is 
transfixed in Ubuntu philosophy. Ubuntu philosophy is universal, inclusive and tolerant of 
humanity in its entirety. Hence, it is not entirely African, but it only manifests itself in Africa in a 
unique forms. The human heart, which is the love for good is entrenched in Ubuntu exists in 
every rational person, and cannot be a slave of the minute differences imagined and magnified by 
the blind apostles of extreme nationalism and full-fledged cosmopolitanism. Followers, of 
nationalism and cosmopolitanism in their extreme forms are limited as architectures of social 
justice and substantive democracy fixed in Ubuntu universally because they are driven more by 
the will of the mind (reason) alone, forgetting that the human heart is superior to the mind in 
being objective rather than subjective. Through the heart, Ubuntu stimulates the human 
consciousness of the importance of the self and other/s in any given society. HE and all human 
institutions of the world are commanded to revive and escalate the views on Ubuntu espoused by 
scholars like Waghid, (2020), Higgs, (2019), Letseka, (2000), Ramose, (2002:1999), Samkange 
and Samkange (1980) and Mbiti (1970) among others who have identified the communalistic 
nature of HE within African societies. Through this study, my position is that, the human 
community is not geographically bound and limited to Africa. A moderate cosmopolitan view in 
Ubuntu can assist people to realise that ideas of being a cosmopolitan and a nationalist are close 
allies that can hardly be separated. These principles, on face value, would appear to be different 
and at loggerheads but from an Ubuntu and analytic view, they complement each other. In 
addition, Ubuntu thrives more on being practical in its orientation more than theorization. In 
theorizing, one distances the self from the object of knowledge, while the heart in Ubuntu gets in 
touch with the object in order to understand reality. So, HE has to borrow a leaf from Ubuntu 
philosophy on how the current socially unjust and undemocratic practices in post-colonial 
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Zimbabwe can be addressed for all citizens to understand and explicate human differences with 
the intention to end the unjustified discrimination of others who have lost their rights, freedom 
and autonomy.  
Ubuntu is an omnipresent philosophy that is naturally embedded in every reasonable person in 
this mundane world. Until such a point when HE institutions promote moderate cosmopolitan 
approaches to CE fenced around Ubuntu philosophy, citizens who remain strongly attached to 
either extreme nationalism or full-fledged cosmopolitanism would possibly  not be able  to freely 
engage  in matters  of mutual  concern and constructive engagements required in addressing  the 
socially unjust and undemocratic processes confronting societies locally and abroad. 
Consequently, this would smash the possible benefits of cultivating democratic institutions in 
developing communities and nation states, especially in developing nations whose level of 
democracy is still contentious in matters of inclusivity and tolerance. 
8.5 Conclusion 
 This study focused on an argument that exhorted an appeal for a moderate cosmopolitan 
approach to CE in Zimbabwe’s HE where key arguments spotted some migration and adoption 
of partisan and exclusionary lower forms of CE into institutions of HE. The migration of lower 
forms of CE into HE has made it difficult for HE to autonomously and freely perform their 
democratic mandate as institutions for the public good. Compounded by the tension between 
extreme nationalism and full-blown cosmopolitanism, the role of CE in developing a socially just 
and democratic society was compromised. Suffice from this, we deduced that though CE is 
contentious and subject to various interpretations, it is (mis)used to achieve certain ideological 
objectives in constructing various forms of lives in society. 
The study dwelt on different understandings attached to the concept: education, citizenship 
education, HE, nationalism, cosmopolitanism, and Ubuntu. These concepts constitute part of key 
debates in in-depth studies on why a moderate cosmopolitan approach to CE at HE in Zimbabwe 
is important. Despite its shortcomings, John Rawls’ theory of social justice highlighted by 
Robert Nozick and Amartya Sen, demonstrated the capacity to develop socially just and 
democratic societies by rationally reconsidering the welfare of the disadvantaged members 
through the redistribution of available resources acquired by members in advantageous positions. 
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A philosophical approach guided by Gadamers’ hermeneutics contributed towards the realisation 
of the possibility to form a socially just and democratic society by drawing out meanings and 
interpretations from existing bodies of knowledge and literature on CE and HE. The study’s 
interpretation of available literature, and public statements by government officials, and political 
players in cohort with HE Acts, and policies insinuated the capture of HE by the state in 
validation and perpetuation of the past wrongs and status quo. 
Furthermore, the debates noted that, HE in Zimbabwe inherited the colonial legacy in terms of 
content and structure that was predominantly exclusionary and discriminatory of others. The 
attempt to expand the democratic space through the expansion of HE systems, and the 
development of new educational policies that sought to redress inequalities, were both short-
lived, and a piecemeal in a democracy. The introduction of ESAP and IMF policies combined 
with malgovernance, corruption, and nepotism escalated poverty and suffering among the poor. 
Resultantly, HE was infested by series of demonstrations and strikes which culminated into the 
gradual demise of HE through brain drain, and general negligence by the academics that 
remained behind pretending to preserve and protect the texture of HE. The educational policies 
and programs, precisely: NSS, NYTS, and Patriotic History exacerbated the HE crisis for their 
failure to be more inclusive and tolerant of diversities. The fact that new educational policies, 
subjects, and programs with elements of CE were in support of the ruling party in a supposedly 
multi-party democracy, confirmed that HE had lost its mandate as an apostle of social justice, 
and democracy, in Zimbabwe. The elite and their cronies through defective CE practices had 
succeeded to preserve their ill-gotten advantageous positions. Although few isolated cases which 
pointed to some semblances of equality, social justice and democracy, were sporadically 
promoted to address gender and class discrepancies, other marginalized sections of society, 
including, the minority ethnic groups, were not considered. Thus, in the thesis’ appeal for a 
moderate cosmopolitan approach, it is averred that, the adoption of Ubuntu philosophy is a 
panacea to the problems of discrimination, social injustice, and the general undemocratic 
practices bedeviling HE and Zimbabwean society.  
Finally, this philosophical study averred that what is touted as CE in Zimbabwe’s HE framework 
is divorced from what CE in a socially just and democratic substantive society would entail. 
HE’s freedom, and autonomy has been extremely tampered with by the state, thereby tearing 
175 
 
apart the costume of social justice and democracy. The notion that HE is a site for democracy 
and public good can no longer be trustworthy. Hence, there is a need to reconfigure and wean 
HE’s theory and practices of CE from the current partisan practices which have funded the 
violation of basic principles of social justice and democracy.  
Drawing from the key arguments and debates raised, there is need to reconfigure and wean HE 
from partisan practices of CE, which have contributed towards the destruction of principles of 
social justice and democracy by churning out passive and gullible citizenry. Thus, if the 
threshold of HE is thoroughly oiled, and infused with Ubuntu values, the seemingly incompatible 
partners in HE, namely, nationalism and cosmopolitanism, would be kept at equilibrium, 
thereby, laying down a firm foundation for the formation of a more inclusive, tolerant, just and 
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ANNEXURE 1: The University of Zimbabwe Act. 
 The Chancellor 
(1) The President of Zimbabwe shall be the Chancellor of the University. 
(2) The Chancellor shall be the chief officer of the University who shall have the right - 
 (a) to preside over any assembly or meeting held by or under the authority 
       of the University; and 
 (b) on the recommendation of the Council and the Senate, to confer degrees, diplomas and other       
       awards and distinctions of the University and to withdraw or restore any such awards. 
 The Vice-Chancellor 
(1) The Vice-Chancellor shall be appointed by the Chancellor after consultation with the 
Minister and the Council, and shall hold office for such period as is provided in his contract of 
appointment. 
(2) Subject to the general control of the Council, the Vice-Chancellor shall be the chief 
academic, administrative and disciplinary officer of the University, with general responsibility 
for maintaining and promoting the efficiency, effectiveness and good order of the University. 
(3) Subject to subsections (4) and (5), the Vice-Chancellor may— 
 (a) suspend from duty any member of staff of the University; 
 (b) subject to section five, prohibit the admission of a student or any person to the University; 
 (c) prohibit, indefinitely or for such period as he may specify, any student or group of students       
       from attending any class or classes; 
 (d) prohibit any student or group of students or person or group of persons from entering or     
       remaining on such part or parts of the University campus as he may specify; 
 (e) expel or suspend, indefinitely or for such period as he may specify, any student or group of      
       students;  
 ( f ) dissolve or suspend, indefinitely or for such period as he may specify, the Students’ Union  
    or any of its committees or organs, or prohibit or suspend, indefinitely or for such period as he    
       may specify, any activity or function of the Students’ Union or any of its committees or  
      organs; 
 (g) impose any other penalty or give any other order in respect of— 
 (i) a member of staff, which is recommended by the Staff Disciplinary Committee in terms of   
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      subsection (6) of section twenty-two; or 
 (ii) a student, which is recommended by the Student Disciplinary 
Committee in terms of subsection (6) of section twenty-three. 
(4) The Vice-Chancellor shall not expel a student for misconduct unless the student 
      has been found guilty of that misconduct by the Student Disciplinary Committee in 
      terms of section twenty-three. 
(5) Any action taken by the Vice-Chancellor in terms of subsection (3) shall be subject to     
       ratification by the Council. 
 The Pro-Vice-Chancellors 
(1) One or more Pro-Vice-Chancellors may be appointed by the Council, with the 
      approval of the Minister, and shall hold office subject to section ten for such period as the     
      Statutes may prescribe. 
(2) The Pro-Vice-Chancellors shall have such of the powers and duties of the Vice Chancellor as     
      he shall delegate to them. 
10 Present Principal and Vice-Principals to become Vice-Chancellor and Pro Vice-Chancellors 
      The Principal and Vice-Principals holding office on the 14th January, 1983, shall 
       continue to hold office as provided in subsection (2) of section twenty but from such day 
shall be known as the Vice-Chancellor and Pro-Vice-Chancellors respectively. 
 The Council 
(1) Subject to this Act and any general direction as to policy given by the Minister, the 
government and executive authority of the University shall be vested in the Council, which shall 
consist of - 
(a) the Chancellor, the Vice-Chancellor and the Pro-Vice-Chancellors, who shall be ex officio    
 members; and 
 (b) sixteen persons appointed by the Minister; and 
 (c) nine persons who are members of the academic staff appointed by the Senate, other than the     
       Vice-Chancellor and the Pro-Vice-Chancellors; and 
 (d) the President of the Students’ Union, who shall be an ex officio member; and 
 (e) one person who is a distinguished academic appointed by the Council on the 
recommendation of the Senate; and 
 ( f ) one woman appointed by the Minister to represent women’s interests; and 
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 (g) one person approved by the Vice-Chancellor and elected by the non-Senate members of the    
       academic staff from among themselves; and 
 (h) one person approved by the Vice-Chancellor and elected by the administrative staff from     
       among themselves; and 
(i) one person approved by the Vice-Chancellor and elected by the workers’ committee of 
the  University; and 
 (j)  one person appointed by the Minister from a list of names submitted by the Zimbabwe    
      Congress of Trade Unions or, if that organization ceases to exist, by such other organization      
as the Minister, after consultation with the Minister to whom the administration of the Labour 
Relations Act [Chapter 28:01] has been assigned, recognizes as its successor for the purposes of 
this paragraph; and 
 (k) one person appointed by the Minister from a list of names submitted by such organization 
representing teachers and additionally, or alternatively, lecturers, as the Minister recognizes for 
the purposes of this paragraph. 
 
 
 
 
